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CHAPTER ONE: FINDING THE FIRE WITHIN
“Fire”

What makes a fire burn
is space between the logs,
a breathing space.
Too much of a good thing,
too many logs
packed in too tight
can douse the flames
almost as surely
as a pail of water would.

So building fires
requires attention
to the spaces in between
as much as to the wood.

When we are able to build
open spaces
in the same way
we have learned to pile on the logs,
then we can come to see how
it is fuel, and absence of fuel
together that make fire possible.

We need only to lay a log

lightly from time to time.
A fire
grows

simply because the space is there,
with openings
in which the flame
that knows just how it wants to burn
can find its way.
(Brown, 2003, p. 89)

Building a fire is an apt analogy when exploring the pedagogic intentions of
civic education. Civic education has been defined by many but agreed upon by few.
For example, Gutman (1999) argues, “An adequate civic education is to cultivate the

skills and virtues of deliberative citizenship” (p. xiii). Another interpretation of civic



education comes from the Center for Information and Research on Civic Learning
and Engagement (CIRCLE) (2003), which states, “Civic education should help young
people acquire and learn to use the skills, knowledge, and attitudes that will prepare
them to be competent and responsible citizens throughout their lives” (p. 4).

Civic Education, in general, is that which occurs to enable citizens and
prospective citizens to act in a democratic society, promoting the democratic ideals
upon which the society was formed. These ideals include rule of law, natural rights
that are protected by a government whose power is limited, majority rule, higher law,
the right to speak, petition, and protest, freedom of religion, assembly and press, and
the right to due process under the law. In laying the foundation for students to
understand these ideals and act in ways that reinforce and/or question them in society,
civic education provides the logs and the fuel to build the fire. What types of logs are
used to build the fire of civic education? Some use conservative strategies and
approaches in civic education. Others seek more transformative methods to teach
civic education. Regardless, the choice of “logs” used in civic education will have a
profound and far-reaching impact on the student, and consequently on society.

Civic education implies that an action is required once the knowledge is
acquired. The logs and fuel are the beginning of the foundation for that action. But it
is the spaces between the logs that allow for the fire to grow. As stated in the poem,
“So building fires requires attention to the spaces in between as much as to the
wood.” These spaces are essential in civic education as students are able to take their

new understandings and dispositions and grow with them in their own ways. It is in



these spaces where transformational civic education can reside. Transformational
education, as defined by Henderson and Hawthorne (2000) is education that is

Thinking centered, performance-based, multiliterate education [teaching

students to] think of themselves as caring, responsible, lifelong learners and

informed, participatory citizens in a democratic society. (p. 5)

With regard to civic education, education is transformative if it goes beyond the mere
transmission model and spurs students to think, act, and respond in the classroom and
act in a caring, empathetic, critical and socially conscious way.

We often hear the expression that one needs to “light a fire under their heels.”
In civic education that “fire under their heels” is meant to propel students to act in the
larger society with a sense of urgency. Indeed, when one thinks of citizens such as
Martin Luther King Junior, Erin Brokovich, and Abbey Kaufman, one can picture the
sense of urgency with which they pursued their goals for the betterment of society as
a whole.

Civic education has always been a part of me from as early as I can remember
in my educational career. Indeed, as I reflect back I marvel at the experiences that
have shaped my ideas of civic education and have influenced how I act as a civic
education teacher and citizen today. What were the “open spaces” of my experiences
that allowed me to build my understandings of citizenship? What was the “fuel and
absence of fuel” that led me to where I am today? How do my own experiences in
civic education and my pre-understandings of it influence how I now teach social
studies? Ultimately, what I seek to understand is the nature of civic education as

experienced by middle school students.



As the poem Fire suggests, it takes a balance of logs, fuel and open spaces to
create a fire that will burn to its fullest extent. It is when all of these factors are in
communion with each other that the fire warms, illuminates and perpetuates
existence. As it is with fire, transformative civic education requires the right amount
of space, fuel, and logs for its flames to grow and spread optimally. Furthermore, who
has not been transfixed by the unpredictable dance of flames as the spaces between
the logs allow them to “find their own way?” As I explore my own experiences with
civic education, I identify the times when I have been given the space to grow,
provided with the right materials, influences and fuel to develop my own sense of
citizenship in the classroom and outside in society. I turn to the phenomenon of civic
education and ask: What is the lived experience of civic education for middle
school students?

This chapter traces my turning to the lived experience of transformative civic
education. Additionally, it elucidates some of the questions I seek to explore in my
interactions with middle school students. This chapter begins with my own turning to
the phenomenon and an exploration of my own experiences in civic education, both
as a student and as a teacher. These experiences open a discussion of the nature of
civic education and how it is defined presently. In exploring my own pedagogy with
regard to civic education I frame it within emancipatory civic education. Finally, this
chapter provides the rationale for my turn to hermeneutic phenomenology to

illuminate the phenomenon of civic education.



What Makes a Fire Burn?

I begin my exploration of civic education by recalling one of my first
experiences with one of the most common forms of civic engagement: voting. My
first experience of voting came in third grade. We were holding school-wide elections
for our elementary Student Government officers. The students running were all fifth
and sixth graders and I recognized some of these older students. We assembled in the
all-purpose room and listened to their campaign speeches. I remember thinking about
what connections I had to any of them. Loralyn Doran, running for president, was my
friend’s older sister. Doug Gunster, running for vice president, had accepted my
submission to the school newspaper. I surely would vote for them. The others...I
would just have to wait and see how I felt when the time came. I was excited to be a
part of the process. As we walked back to our classroom, I asked my friend for whom
she would vote. I remember her saying to me that it did not matter because since the
whole school voted, only the older students’ votes really mattered. I was not sure of
her logic, and I remember feeling let down that she was not as enthusiastic and
optimistic as I was. Back in our classrooms, we all voted and turned our pencil and
paper ballots in to our teacher. The next day, we learned some shocking news. There
was a tie between two of the presidential candidates: Loralyn and one other girl had
both received the same number of votes. I was in shock! My vote had mattered! I felt
powerful and important. I realized at that moment, that had I not voted, or had I voted
differently, the fate of these two girls, and indeed the whole school, would have been
different. We had a run-off election and once again I voted for Loralyn. She won! I

won! I had been right to vote for her, both times. In the end I remember feeling a



personal sense of accomplishment at having elected her myself. That experience
cemented in me the unflinching belief in the power of one.

I left that experience in third grade and return to it now with many of the same
questions. Why did my peer not feel as empowered as I had in the voting process?
What was it about the turnout of the election that enabled me to feel like an integral
part of the election process? Why did I automatically turn to those whom I recognized
as the candidates for whom I would cast my ballot? Were these elements of civic
education, and if so, how did I internalize them at the age of eight?

Voting —An Act of Devotion

In seeking to get underneath my early experience in civic education I turn to
the etymological roots of the word “vote.” Often when one thinks about civic
education, the first example of civic action is voting. Dating back to thirteenth
century Latin, votum meant “a vow, wish, promise or dedication”
(http://www.etymonline.com/v2etym.htm). What was it [ promised to do when I
voted for Loralyn? How is voting a civic act? What does it mean that citizenship has
been tied to one’s right to vote over time as shown in the 15%, 19®, 24®, and 26"
amendments, all of which extended voting rights, and thus citizenship, to different
groups of people in our country? How did my right to vote in the student government
election fix my own citizenship in the school? When students experience the electoral
process within their own schools, perhaps they, too, recognize the importance of the
“vow” they are taking. Perhaps voting is not just a right but also a right of passage

that helps to establish one’s role in society.



One other early definition of the root word votum, dating back to 1591, was
that one who votes is an “ardent devotee of some aim or pursuit”
(http://www.etymonline.com/v2etym.htm). Thus, perhaps we can understand civic
action to mean one’s commitment to a democratic society. This was certainly true for
me, as after that election I firmly believed in the power my one vote held. One of my
former students had a similar reflection on the right to vote:

I think because we can vote and we can make change and elect people who

represent us, it makes us feel that even if we are one person, we can make a

difference... because one vote does make a difference... The whole Bush and

Gore thing the whole controversy in 6" grade... That definitely tells you one

vote can make a difference... I don’t think the title really matters. Technically

if you need to vote, your title does matter. (Rachel)
Rachel’s reflection indicates the belief that “one vote does make a difference.” Did
Rachel feel a sense of devotion to her country even though she was not able to vote
yet? What was it about the close election that pulled her into the political process?
Had the election not been as close would she have formed the belief that one vote
does make a difference? How will Rachel act in society once she herself has the right
to vote?

Often, research on civic education focuses on the voting trends and patterns of
young adults as a measure of the effectiveness of a program of civic education
(Quigley, 1999; Turney-Purta, 2002). Indeed, voting is one of the most significant
democratic actions. It implies a dedication to the democratic system of government
and a reliance on that government to do what is right and necessary for the common
good of the people. But much research focuses on why people do not vote (Patterson,

2004). Researchers, then, turn to civic education and ask what can be done differently

to influence more citizens to vote.



Because my vote tangibly counted, did that influence my future actions? What
connections can I draw between my experience with the school election and my
consequent civic behavior? How was a transformative space created as a result of my
participation in this particular example of civic education? A majority of schools hold
school and class-wide elections. Is merely participating in an election civic education,
or does there have to be another aspect of the experience for students to come away
from it transformed? If there had not been a tie, or if my candidate had not won I may
not have felt as optimistic or confident in the democratic process. Further, if the goal
of civic education as Gutman (1999) asserts is “to cultivate the skills and virtues of
deliberative citizenship” (p. xiii), how did this experience fulfill that purpose? What
can schools and civic education teachers do to use school-wide elections to promote
deliberative, thoughtful citizenship?

Running—An Act of Sacrifice

In fifth grade, we ran for class offices and elected new presidents, vice
presidents, secretaries and treasurers every marking period. I ran for one of those
offices and won. I do not remember doing much, but I do remember a sense of pride
as if I were lucky to have been chosen. My classmates saw something in me they
believed in and therefore bestowed in me their trust.

Consequently, every year in junior high and high school I ran for an office of
my class. It varied from year to year and sometimes depended on what offices my
friends and peers were seeking. My main goal was always to win, knowing that once
elected, the title meant very little with regard to the actual work that I could do. I

always had bright ideas that I knew my classmates would like, and I genuinely



believed that I could do the job better than most other people. Some years I won, and
others I did not. The years I did not win, I joined every class committee I was able to
so that I could work on projects and put my good ideas to use. I remember the lunches
my fellow officers and I ate in our advisor’s classroom while planning homecoming,
prom, graduation, fieldtrips and a plethora of other school activities. We made
sacrifices in our social lives for the good of the school and our class. I remember
realizing that I had not eaten lunch with my friends for over a week and reflecting on
how much easier life would be without the responsibilities of class officership. But I
did not dwell on these thoughts for long. The call to serve my class and make our
school year special and memorable was stronger.

As I reflect on my own experiences of running for and serving as a class
officer, I recognize the belief that I could make a difference. I understand that there
were trade-offs, but I was willing to give up some aspects of my life to serve my
fellow classmates. I believed in the system and believed that I could make the lives of
my classmates better through my actions. Harkening back to the fire analogy, what
was it that lit the fire under my own heels and put me in motion to run, again and
again, in hopes of serving my fellow classmates? From what experiences do students
draw in deciding to run for offices themselves? Does this experience influence later
political participation?

In The Civic Mission of Schools (2003), CIRCLE reports that classroom
instruction in social studies, discussion of current events, and extracurricular activities
all have a positive correlation on later political participation. These studies do not

take into account, however, other factors that may have influenced participation in
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government and politics, such as personal experiences and characteristics as well as
familial influence. The connection between running for a class office and the extra-
curricular activities that lend themselves to aspects of school governance is worth
noting as the “fire” that later propelled me to run for class offices in college. Perhaps
it was the experience itself of running and governing that reinforced my belief in this
particular aspect of democracy.
Petitioning —An Act of Perseverance

My call to action was not limited to duties of an elected official. At the end of
11™ grade after my third year on the track team, I was distressed over the lack of
options in female athletics our school offered. In the spring, while other schools had
soccer, track, softball and other competitive varsity sports, our school only offered
track and softball. I had been running track for the last three years out of default. I
really wanted to play soccer so I began by speaking to the athletic director about it. I
realized very quickly into the conversation that he was against the formation of a
girls’ soccer team for personal and political reasons. As the former track coach, he
knew that another team would draw students away from track and the program might
suffer as a result. Indeed, he was right. This was evident in my own actions.
Politically, because of title IX legislation (my parents clarified this for me after the
meeting) he knew he would have to redistribute funds if we started a new girls’ sport.
I listened to every obstacle he put forth, left his office and went into action.

During the fall of my senior year, through talking with my parents and friends
who played club soccer, I connected with a father who would be willing to coach the

team. I started a petition to see how many girls would play soccer if we had a team.
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By spring that year, I had addressed all of the athletic director’s concerns and road
blocks, including money for uniforms (there were girls’ field hockey jerseys we could
use in the spring), scheduling practices (the boys’ soccer practice field was usually
free), and participation, but alas, there was more to the formation of a team than what
I had considered, and we were not able to form a team for that spring. After realizing
this, I encouraged the girls who did want to play to keep the effort going. I submitted
all of my work to the principal and decided not to run track that year. Even though
there were other reasons for that decision, it was in a small way my rebellion against
the lack of choices our school offered for girls’ athletics. As it turned out, because of
my petition and legwork, the school did start a team the next year. My sister, who is
two years younger than me, played goalie for the first ever Poolesville Girls’ soccer
team. I remember feeling disappointed that I never was able to play but profoundly
proud that I had started a ball rolling that impacted the lives of girls and the entire
school itself. When I had met with the athletic director, I remember feeling as if the
reasons for “no” he mentioned were just obstacles for me to overcome. While I would
have liked to have been told “yes,” I was not deterred and set my mind to overcome
anything that would stand in the way of the formation of the team.

Again, as I reflect on this experience, I ask what prompted me to act? I
recognize my belief again that I could make a difference. Despite any obstacle
presented, I believed they could be overcome. I was working within a system to
change the system. This belief in my own self-efficacy must have been developed at
some point. Was this civic education? And if so, what was it that made it civic

education?
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Perhaps some data from the United States Department of Education’s National
Center for Education Statistics (2001) report on “What Democracy Means to Ninth-
Graders: U.S. Results From the International IEA Civic Education Study” might lend
some perspective. Of the 9" graders surveyed, 90.2% agreed that everyone has the
right to express their opinions freely. Furthermore, 77.9% agreed that the right for
“people (to) peacefully protest against a law they believe to be unjust” is good for
democracy (p. 54). These statistics speak to a predominant belief in the expression of
first amendment freedoms of speech, petition and assembly, among others. It was
these rights that I myself used to get my message across to the athletic director,
school, and community. While my actions are commensurate with the beliefs of the
participants in this survey, it does not explain, however, what caused me to act. Does
belief in the goals and fruits of democracy always translate into action? Civic
Education would surely come into play here to turn belief into action.
Anarchy—Action in the Classroom

Interestingly enough, most of my reflections on my own civic education have
been experiences that happened outside of the classroom and outside of the social
studies curriculum. As the above mentioned U.S. Department of Education report
(2001) states, “Learning about citizenship and civic issues does not happen only in
school, but is also acquired in families and social groups and from the media,
institutions, and the wider culture” (p. 3). There were a few instances, however, of
civic education within the classroom that I remember shaping my ideas today. One
such lesson was when we were studying forms of government in Ms. Schultz’s class.

This was in preparation for the Citizenship test. We had just learned what anarchy
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was. I think she had defined it on the board. She was about to move on when I raised
my hand and asked, “What’s so wrong with anarchy? I think it would be cool to have
no laws.” I was anticipating an answer, when instead she came over to my desk, took
my purse, and began to open it. She then put in on her desk and said, “I like your
purse. I think I will keep it.” “That’s not fair!” I protested. “You can’t do that!”
“Aha! But if you live in anarchy, anything goes. That is what might happen! There
are no laws to protect you or your property. What do you think of anarchy now?”

I was outraged and incredulous, surprised and befuddled. I looked around at
my fellow classmates, most of whom I had known since kindergarten. What did they
think of what just happened to me? Some students laughed. Others looked as puzzled
as I felt. I did not know how to react, at first. Then, I got it! She returned my purse. |
was a little embarrassed because the lesson had been at my expense, but I got the
point and never forgot it. I experienced anarchy and was able to feel even if just for a
brief moment, the uncertainty, lack of safety, insecurity, anxiety, and potential pain
anarchy could bring. My understanding of anarchy in that way further strengthened
my understanding of democracy. I got over my embarrassment and after a while was
proud that my question had spurred such a demonstration from the teacher for the
benefit of the whole class. My classmates talked about it after class, and I believed
then and now that we all truly learned from that experience. Who was I in the
classroom? I was an instrument of learning for the rest of the students. Did Ms.
Schultz plan this? How did she know I was going to ask this question, at this time, in

order that she make this point?
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Maxine Greene (1998) states, “When people individually have high degrees of
self-expression, that’s when the community functions at the highest level” (p. 27).
Ms. Schultz’s teaching allowed for my optimal self-expression. I was moved to ask
questions and take risks in her classroom. A few weeks later in Ms. Schultz’s class
we learned about the Constitution more fully. I do not remember the exact lessons she
taught, but I do remember being moved to act. I went home after school and drafted a
class Constitution, complete with a preamble, articles and amendments. It included
our rights as a class and a way to elect class presidents, legislators and jurors. The
next day I showed it to my friends. I remember they thought it was great. At the
beginning of class, I asked to present it. Ms. Schultz loved it too. She laughed and
kept repeating how “cool” it was that I would choose to do that. She commended me
for my effort. I told her it was for the whole class. From there she allowed us to elect
class representatives to work on a final draft. Indeed, her curriculum truly allowed for
us students to function as a community at the highest level.

Ms. Schultz’s curriculum can be compared to building a fire. She had laid the
foundation for the fire, the logs, when she introduced the concept of anarchy. Because
of her style of teaching, I felt the “space” to ask a question. She seized upon this
opening and by forcing me to live the experience of anarchy, she added fuel to the
already growing flame. In doing this, she continued to allow my fire to grow by
adding just the right amount of “logs,” the right balance of written curriculum, while
still allowing for the curriculum of the class to develop as an intersection between
herself and the students. In addition to the lived experience of anarchy, I have taken

from Ms. Schultz a way of being with students.
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Van Manen (2003) asks, "What is it about your relationship with these
children that makes it teaching?" (p. 42). I would answer that it entails being a
curriculum for each other. Schubert (1986) challenges us to “Live as if your life were
a curriculum for others and balance that principle by realizing that every life you meet
could be a curriculum for you if you perceive with sufficient perspective" (p. 423).
When curriculum is taken to enhance being, then a natural symbiosis occurs between
teacher and student. The give and take within the curriculum of Ms. Schultz and her
students allowed for this symbiosis. That she was a teacher of social studies and civic
education took this symbiosis one step further, as she allowed students to act in the
world in transformed ways.

Rivkin (1991) suggests that, “What you actually teach is yourself. This is very
humbling” (p. 67). I am drawn to this idea the way one is drawn to the force of
gravity; it is almost an inevitable truth that while in the midst of teaching, doing what
we have been called to do, we are in essence and by the very nature of our job,
teaching ourselves. This is profound because to accept this belief dictates an
acceptance of certain teaching styles and uncovers beliefs about pedagogy. For
example, how much does the lecturer or conveyor of knowledge actually learn? The
teacher standing at the pulpit learns only what comes out of his or her own mouth.
That amount of knowledge is finite and discrete. Where there is no dialectic or
multiple interpretations, there is no further learning than what the teacher has already
gleaned for oneself and decided to bring forward to the class. Furthermore, Ms.

Schultz was not only teaching civic education, she was transmitting her being.
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A teacher, however, like Ms. Schultz, who recognizes the symbiotic nature of
teaching and learning knows that they have as much to gain from their students as the
students do from them. This ties in with the view of curriculum for the purpose of
enhancing being, not just imparting knowledge. One would think that the social
studies (the collection of curriculum encompassing history, economics, sociology,
geography, psychology and civic education), a natural fit for discussion and analysis,
would reflect this symbiosis, but this is not necessarily so. It takes an effort to truly /et
learn. As Heidegger (1993b) states, “Teaching is even more difficult than
learning...because what teaching calls for is this: to let learn” (pp. 379-380). Ms.
Schultz allowed for the space to let learn. I took from her teaching much more than
concepts of democracy; for me, she “lit the fire” that prompted my civic action.

Civic Education: In and Out of the System, In and Out of the Classroom

As I explore my own experiences in civic education, I turn to experiences
such as voting in and running for school elections —experiences that occurred outside
of the classroom but still within the system of the school. My civic education also
seems to have occurred within the school but outside of the system when I petitioned
for a girls’ soccer team. I can relate that example to others in which I have worked
outside of the system but within the school, such as the time I petitioned for the return
of 8" grade camp, or when I walked out of a class when I believed the teacher had
violated my rights. What do these experiences mean with regard to my civic
education? What is it about these experiences that made them civic education? Was it

that I chose to act as a result? Indeed, I have not related any accounts of actual
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traditional social studies lessons. My turning to the phenomenon has taken me to
reflections on times when I have acted, when I have been compelled to act.

Action itself seems inextricably tied to civic education. In CIRCLE’s (2003)
report, The Civic Mission of Schools, two of the four goals of civic education are
action oriented. The reports states that “Competent and responsible citizens...
participate in their communities. They belong to and contribute to groups in civil
society that offer venues for Americans to participate in public service, work together
to overcome problems, and pursue an array of cultural, social, political, and religious
interests and beliefs,” as well as, “act politically. They have the skills, knowledge,
and commitment needed to accomplish public purposes—for instance, by organizing
people to address social issues, solving problems in groups, speaking in public,
petitioning and protesting to influence public policy and voting” (p. 10).

Connected to action is freedom. In his 1988 address to students at Moscow
State University, Ronald Reagan (2003) declared:

Freedom is the right to question, to change the established way of doing

things. It is the continuing revolution of the marketplace. It is the

understanding that allows us to recognize shortcomings and seek solutions. It
is the right to put forth an idea, scoffed at by experts, and watch it catch on
fire among the people. It is the right to follow your dream, to stick to your

conscience, even if you’re the only one in a sea of doubters. (2003, pp. 224-

225)

What Reagan is alluding to is the political action mentioned by the CIRCLE (2003)
report. One might question how Reagan’s administration reflected these ideals. For
Americans, or anyone for that matter, to act in freedom, they must first come to

understand what their freedoms are. But knowing their freedoms is not always

enough to promote action. We need a place where we can practice using these



18

freedoms. The social studies classroom is one place where that can happen. This
speaks to the call for a transformative civic education.

Finally, my memory of civic education takes me into the social studies
classroom where I recalled a lived experience with a concept of democracy. Was this
lesson a deliberate action on the part of my teacher? And if not, how would my
concept of civic education be different today if she had not reacted to my question the
way she did? How did the school provide the logs and fuel for the fire? Did I create
the spaces to move, act and grow or merely discover them? Were these spaces created
for me? Would I have been able to act in the ways that I did had the spaces not been
there? I continue to explore the phenomenon of civic education as I now examine my
own pedagogy.

Fueling the Flames

In my twelve-year career as a social studies teacher, I often have been struck
by the different ways in which students have accepted or rejected ideals of American
democracy. Why do some students so readily embrace American ideals such as all
persons are created equal, and popular sovereignty without questioning? Why do
other students actively challenge the legitimacy of theirs and others’ rights to religion,
privacy, and the role of the government in our lives? Furthermore, what are the
factors that ultimately influence these students’ conceptions of American democracy
and citizenship? If it were only the curriculum, mine or any other teacher’s pedagogy,
we would see much more uniformity in acceptance, rejection, comprehension, or

questioning of American democratic ideals. Instead, there is great variance. This
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variance makes for great social studies lessons and leads me to question what else
influences the students’ concepts of democracy.

This question is central to uncovering the phenomenon of civic education. To
probe it further I turn to the etymological roots of the word “influence.” The term
dates back as early as 1374 as an astrological term that means, “streaming ethereal
power from the stars acting upon character or destiny of men”
(http://www.etymonline.com/i2etym.htm). When we speak of the factors that
“influence” our students’ behaviors it is interesting to think of their behavior as being
guided by un-earthly power acting upon their destinies and character. If one ponders
the way teachers can influence students, the etymology of the term reinforces the
awesome nature of a teacher’s relationship with his or her students. Also from the 13"
century the Latin translation of influentia is “a flowing in”
(http://www.etymonline.com/i2etym.htm). If a civic education teacher were to
thinking of his or her curriculum as something that “flows in” to students or that
democratic ideals followed as if in “a flow of water,” their teaching would take on
new form and meaning. To “flow in” here might suggest more natural rhythms, rather
than the idea of “filling up” students’ minds with received knowledge. What
classroom experiences would the students and teacher need for this type of learning to
take place? Further, if to influence is ultimately to shape the character and destiny of
students then the teacher of civic education has an unparalleled moral responsibility.

Understanding this can open a new world to teachers who may have
experienced the same or similar phenomena in their classrooms. Understanding how

students form their concepts of American democracy and citizenship and what
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ultimately influences their actions also would serve to inform social studies
curriculum. For, a written curriculum can take teachers and consequently their
students only so far. The learned curriculum is ultimately a configuration of the
written curriculum, the teacher’s hidden curriculum and the students’ curriculum.
What curriculum do suburban middle school students (diverse in race, ethnicity, class,
and gender) bring to the classroom, and how does it interact with the national, state
and local curriculum as taught by the teacher? What kind of curriculum is called for
that will move social studies students out of the classroom and into society with a
transformed set of beliefs and behaviors that will ensure the survival of our American
democratic system? The following vignette serves as an example of the civic
education that takes place in the openings I try to create in the curriculum. These are
openings for the students’ fires to grow.
An Opening for Protest

“Ms. Pao, I want to protest. Are we allowed to protest?” Brendan, a young
man with a shock of red hair asks me. He is one of the 29 students in my fourth
period class. In the beginning of the year, we framed their social studies class with the
idea that democracy is an active, ever-changing form of government that relies
heavily on the participation of its citizens. We began the year with a simulation of the
Pilgrims’ journey to the New World on the Mayflower. After a close read of the
Mayflower Compact, students applied the same principles of democracy to the
writing of their own class compacts. We stepped back into the present and used the

Student Rights and Responsibilities Guide as an example of “rule of law,” and
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students closely investigated their privileges and duties at school. Since that time, at
least once a week, I have fielded a question like Brendan’s.
“What do you want to protest, Brendan?” I ask in return. I notice a few more students
perk up when they realize I am not going to dismiss his request.

“...Building fires requires attention to the spaces in between...”

“Well, I think we should be able to wear hats. Why can’t we wear hats
to school?”

“Look in your R&R Guide and see what it says,” I reply. Several
students do this. Others wait eagerly to see what their classmates will find.

“It doesn’t say anything about hats!” Nico exclaims. “So shouldn’t we
be allowed to wear them?” Choruses of “Yeah, that’s right,” along with
“Who cares about hats” follow.

“What could you do to change this school rule?” I ask the class.
Several students call out, “Petition!”” Others think of more drastic measures
and suggest a walk-out or a sit-in. One student recommends vandalizing the
school.

“...A fire grows simply because the space is there...”

“The colonists protested against Britain. Isn’t that what we are
learning now? I mean, when they boycotted, the British took notice and
changed their laws. Why can’t we do that,” Brendan asks.

“What would you boycott” I ask, “that would make a difference to the
school? And how would it relate to your issue of wearing hats?” I like the
connection he is making, and try to guide him without squelching his
enthusiasm.

“I know,” an excited Kristen says. “We can all wear hats to school and
refuse to take them off!”

“Yeah, like civil disobedience! Like MLK or Gandhi,” Jeff adds.

“And they can’t punish all of us if we all do it” Brendan adds.

“...with openings in which the flame that knows just how it wants to burn
can find its way...”

“Ms. Pao,” Nico asks, “Why don’t you help us with this protest?”
Here is where I am torn every time. I would like nothing better than for the
students who feel strongly about the “no hat” rule to take action. I savor how they are

applying democratic concepts and principles to their own lives and consider
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themselves agents in their own democracy. But often, it ends here. The students do
not always take the next step. As the poem Fire indicates, “One only need lay a log
occasionally to keep a fire burning. It is the spaces, the absence of fuel as well as the
fuel that keeps the fire going.” Have I added too many logs to this fire of rebellion in
my students, or not enough? I want my students to find the sources for their fire from
each other and from within themselves as well.

I see my curriculum and my pedagogy as fuel for the students. When they
embrace their democratic rights and responsibilities and challenge my curriculum and
the systems in which they are educated and socialized, I see that I have added the
right amount of logs. I must attend to the “spaces in between,” however, to allow for
my students’ maximum growth as students, citizens of the classroom and the world. It
is a fine line the teacher of civic education walks. Often, it is as Palmer (1998) states,
“We fear encounters in which the other is free to be itself, to speak its own truth, to
tell us what we may not wish to hear” (p. 37).

Now I have to explain to my students that as their teacher I am in support of
their protest, but that as an employee of the school system, I have to uphold the rules.
Is this the log that allows too much space or the log that “douses the flame?” I tell
them I feel like a British tax collector. They laugh. I wait to see if any student will
take the issue further, hoping that one will. This time, though, they do not. The
prospect of getting into trouble and their belief that petitions alone will not help, keep
them from acting further this time. I could add a log to the fire, but this might be one
too may. The students’ fire has subsided, for a while. I use the opportunity to segue

into the lesson on whether the colonists were justified in their revolt against Britain.
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Later, as I am reading my students’ writing about the ideals in the Declaration
of Independence, I reflect back on the class discussion from fourth period. I also am
reminded of an earlier protest during my first period class when I tried to assign
homework over the weekend. Sam had instantly opened his notebook to the class
compact we had forged at the beginning of the year and read it aloud to the class and
me. It clearly stated no homework over the weekend without an additional day’s
notice. I consequently moved the due date to a Tuesday. I used the opportunity to
reinforce the idea of a written constitution in a democracy and remarked that Sam’s
classmates should thank him for sticking up for their rights.

I often turn to the work of Maxine Greene when I contemplate my pedagogy
and its effects on my own students. As mentioned earlier, Greene (1998) states,
“When people individually have high degrees of self-expression, that’s when the
community functions at the highest level” (p. 27). The idea of the classroom as a
community functioning at the highest level possible, speaks to the ultimate aims of
civic education. Where else but in a social studies class can students raise questions
and challenge the system in which they are educated, try out new ways of
understanding themselves and each other, and practice behaviors that will take them
into society?

This leads me to ask what it is about my curriculum that allows students to
question school rules and norms? I see them making connections to previous lessons,
but why do they not always follow through to action? Is the mere questioning of such
rules and authority enough, or do students need to act in order to embody a civic

education curriculum fully? Were my students satisfied that I listened to their ideas



24

and took their stances seriously, or do they need me to act with them? How can a
civic education curriculum be taught and learned for the ultimate transformation of
students and teacher?

Simulating Civic Education

I also have allowed for civic education through the use of simulations in the
classroom. History curriculum is ripe for infusing simulations and role-playing
activities. Perhaps Rachel’s account of her experience in a simulated congressional
hearing can illustrate the type of emancipation that dynamic civic education can
bring.

I knew we were like doing a project and we were presenting it in front of

people. But I really thought we would just go into our books and find

evidence and write that in our speech. I really did not see the purpose of it.

And then I guess the more we got involved, the more we got excited about it

and I was like, Oh my gosh, I am actually learning things. So I realized that

we were learning stuff, we were thinking, we were learning like present events
and like making links about why things happen and the theory behind
everything. And that linking was really awesome because I was like oh my

gosh, I understand why the government is like this or why this happened. I

think once you understood that, you just got more involved because you

wanted to do so in the end... and yeah, we learned how to public speak, and it
was a good activity because we were working in groups and all of that good
stuff, but I think one thing I really liked about it was how in the beginning you
weren’t sure, but in the end you wanted to do more. Because you got yourself
into it. (Rachel)

Rachel’s experience of civic education illustrates how she connected her
learning with her doing. As a teacher, I can look to Rachel’s’ description and gain
insight on her experiences with civic education and understand how she has changed
as a result of it. How often have I looked out over my students while they were

engaged in a lesson, a simulation, a reading, a discussion, a debate, and wondered

what they truly were experiencing. What is it like for them to be in civic education?
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What is their sense of civic education? I, too, have administered surveys and
conducted discussions after different activities in the classroom seeking feedback on
their experiences, what they have learned and what to do better in the future. Still, this
type of data has not transferred necessarily into my pedagogical decisions. Yet, as
Rachel’s account illustrates, it is possible, through emancipatory civic education to
transform the lives of students and teachers. Emancipatory civic education, which is
explored below, is education that allows students and teachers to explore, question
and challenge the power dynamics that shape their societal and educational systems
within which they work.

We might begin to get behind the phenomenon of being in civic education by
exploring Rachel’s use of language to describe her experience. One might begin to
understand civic education as a way to link: ““...We were learning like present events
and like making links about why things happen and the theory behind everything.
And that linking was really awesome because I was like oh my gosh, I understand
why the government is like this or why this happened...” Rachel seems to have
experienced civic education as a way to link current events with theories and history.
“That linking was really awesome...” The verb form of the word link dates back to
1385, meaning, “to bind or fasten” (Barnhart, 1988, p. 599). A more intriguing
etymological derivation, however, comes from the Middle High German Gelenk,
meaning “flexible parts of the body” (p. 599). How was Rachel’s experience one of
using flexible parts of her body? Because her thinking changed did her bodily
responses and actions toward and in civic education change? Perhaps as Heidegger

(1971) suggests, language confines the meaning of thought. Rachel’s use of the word
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link to describe her experience suggests that her experience was flexible and ever
changing. There is a tension here, however, between the former root of link meaning
to bind or fasten. Was Rachel’s experience both binding and flexible? Perhaps civic
education, then, is an experience in which new ideas or understandings are “bound”
within in us, while at the same time they provide us with more “flexibility” to act and
be in the world.

Another possibility stems from an earlier etymological origin of link which
dates back before 1415, meaning “one ring or loop of a chain” (Barnhart, 1988, p.
599). How did Rachel’s experience allow her to feel like she was part of something

<

larger, like a chain? In her text she reveals, “...then I guess the more we got
involved, the more we got excited about it...” Do students experience civic education
as a “chain” of events? Do they have the sense of being part of a larger “chain?”
These etymological renderings and questions illustrate a beginning uncovering of the
phenomenon of civic education.

My Pedagogy of Freedom

A teacher in search of his/her own freedom may be the only kind of teacher

who can arouse young persons to go in search of their own. (Greene, as cited

in Ayers & Miller, 1998, p. 75)

I think about this statement when I examine my own mode of being in the
classroom. I try to share with students my own quest for meaning and freedom so as
to allow them to do the same. I embrace a type of curriculum known as currere,
defined by Pinar (as cited in Pinar, Reynolds, Slattery, & Taubman, 2000) as a focus

on “the educational experience of the individual as reported by the individual” (p.

414). So many times, when we are in currere together students ask questions that I
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cannot answer, such as if I agreed that there should be a drinking age. We were
discussing the amendment process and the prohibition amendment and repeal. I had
an answer, a long one, but I did not want the students to think there was just one
answer. I turned it back on them. “Why do you think we have a drinking age?” “Do
you think it is necessary?” “What does it mean to have a drinking age in America?”
They saw that I was unresolved in this issue, and so it was okay for them to be as
well. I do not know if this is exactly seeking freedom, but it is an ongoing quest for
meaning.

I never want to be that teacher, deliberately, or inadvertently who keeps
students from imagining the possible. Civic education, and social studies in general,
contribute to these modes of being. As Maxine Greene states, “I feel successful if |
can make it possible for students to come upon ways of being they have not thought
of before. Part of that demands an activation of imagination; in part, a refusal to
screen the self from the world” (Greene, as cited in Ayers, 1995, p. 323). This is vital
in civic education. I want the students to see what is possible for them and to be able
to picture what maybe they could not previously picture doing. Sometimes I feel like
I question their beliefs too much. I hear my voice and how unrelenting my questions
are and wonder if my students would rather be left alone to continue believing what
they thought before our encounter. They rarely relent their views. Nor would I want
them to. But it is always so surprising to me how strongly they can and will defend
their claims about knowledge, politics, education, and pop culture.

What is the role of questioning and debate in civic education? What role does

the teacher need to play in order for students to experience a truly emancipatory civic



28

education? What should teachers do if the written curriculum does not call for this?
To explore these and other questions, I next examine a class within which these
questions emerge, as well as my own journey, as teacher of this class, and as a teacher
of civic education.
Exploring the Social Studies

I continue to explore the phenomenon of civic education with an explanation
of social studies and what is meant by that designation. What are the social studies?
For the past twelve years, I have been a social studies teacher. One persistent
question, however, which I can never answer the same way twice, is what is this thing
we call social studies education? Is it history teaching? Is it citizenship education?
Geography? Teaching for social justice? Democratic education? Ask ten different
social studies teachers and you will receive ten different answers. In fact, at a recent
Gifted and Talented coordinator’s meeting for Montgomery County Public Schools,
in which representatives from middle schools all over the county were asked, “What
is social studies?” teachers from many different disciplines gave answers such as the
following:

Social studies is a race, from the revolution to the civil war.

In the 70’s, social studies used to be geography. Now it is nothing but history.

Social studies used to be the really fun class because you used to learn how
things change over time.

Social studies packs in a lot of stuff. Now things get left behind.
Social studies is the study of people and culture.

We had a social studies curriculum that might have been fun...but we needed
them to be able to think. (Personal communication, November 25, 2003)
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These responses reveal the complexity of social studies and the wide
variations of what a course in social studies could or should entail. Social studies is a
class that “packs a lot of stuff”” and often feels like a race against time “from the
revolution to the civil war.” Indeed, a curriculum that must incorporate geography,
economics, U.S. and world history, culture and political science can seem to be
overextended in content and under-extended in time. Nonetheless, these myriad
responses indicate that social studies is anything but well defined and set in stone.
The curriculum of a social studies class seems as influenced by the teachers
themselves as much as by the written prescription of the school system.

These responses also speak to a change in the social studies, at least in
Montgomery County Public Schools (MCPS), the location of this study, from the
“fun” class, to a class where students are encouraged to think. Teachers who have
born witness to the many changes in curriculum over time express a frustration with
the current trend in social studies: “Social studies used to be really fun...Now things
get left behind...Now it is nothing but history.” These responses to a definition of
social studies speak to a pre-conception of what social studies is, or should be.
Nowhere in their responses did the teachers mention the ultimate goal of social
studies. Nor did they mention any connection to civic education. Thus, as is explored
later, an orientation toward social studies as civic education is most likely a deliberate
one on the part of the teacher. As Thornton (2006) suggests, “Teachers’ purposes,
then, guide how far they open the curricular-instructional gate; for whom, when, and
which gates to what they open” (p. 418). One also might suggest that for most

students, social studies has been “the fun class™ or the class with all the stories. What
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does it mean that now we need students to “be able to think?” Can that not also be
fun? What do these responses say about pedagogy and social studies teachers’
underlying curriculum orientations?

Social Studies —The Written Curriculum

The MCPS Middle School Social Studies Curriculum, Assessment, and
Instruction Blueprint (CAI Blueprint) (September 7, 2001), defines social studies as,
“...the study of the interaction of human and physical systems and how these
interactions occur over time” (p. 1). Furthermore, it elucidates the goal of social
studies as, “...to help create literate and well-informed citizens who actively
participate in a democratic society” (p. 1). In that the purpose of social studies is
defined in the written curriculum ultimately as the creation of active, literate and
informed citizens, it is curious that most social studies teachers do not mention this
aspect of their curriculum. What does this discrepancy tell us about social studies
classes? How do the disparate views of social studies influence students in the
classroom?

I have defined the social studies, as it pertains to the written curriculum, and
have asserted what the ends of social studies are for the student. To unpack the
phenomenon of student experiences in a social studies curriculum for civic education
further, however, perhaps an understanding of each word in its part will serve to
elucidate the whole of social studies.

A curriculum of eagerness. Beginning with the act of studying, the stage can
be set for the type of work, the “how” of the social studies classroom, by exploring

the roots of the word “study” itself. To study comes from the Latin "studium,"



31

“study” or “application” (Barnhart, 1988, p. 1029). Originally, it meant “eagerness.”
Are these children placed before me eager? And is it inherent in their learning that
they will apply what they study? Do I promote an eagerness in them that will
facilitate their learning a social studies curriculum? Perhaps this is where the “spaces
in between the logs” come in.

A second origin is found in the word studere, originally meaning "to be
diligent," or "to be pressing forward" (Barnhart, 1988, p. 1029). These meanings
imply a motivation or desire on the part of the student to press forward through a
subject. They are deliberate in their attempts to learn the content and have a
motivation that drives them through a curriculum. But not all students are motivated
by every subject they study. Thus, is a true "student" of something someone who is
intrinsically motivated by his or her subject matter? And, then, is it even possible for
students in a social studies class to become true students when they are not all
necessarily drawn to the subject matter? Perhaps social studies as civic education can
be the draw for the students in itself. Further, what does this imply about the role the
teacher must play? It would seem to be the teacher's charge to motivate the students,
and not just extrinsically, to want to learn their subject for them to be true "students"
of that subject.

In response to Berman’s (1991) statement, “Certain responsibilities fall to
me,” Aoki states, “These words pull me again to the question of the relation between
the teacher and the taught. Somehow, even though both teacher and taught face the
unknown future together, there is, as you implied, a certain asymmetry in

responsibilities” (p. 161). Aoki names the phenomenon well in that despite the
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intrinsically linked roles of student and teacher, certain responsibilities do fall to the
teacher. There is an asymmetry in their student-teacher relationship, although this
need not be a power-over relationship. The subject alone will not carry a class. The
teacher must do his/her part as well. It is the teacher’s moral obligation to facilitate
the students in “pressing forward.” What does “pressing forward” look like and feel
like to students in a social studies class?

A third and even more intriguing meaning for student comes from the Indo-
European root steu. The original meaning of this root is "to push, stick, knock, beat"
(http://www.geocities.com/etymonline/). Are students, then, those who "knock
around" a topic or perhaps "beat a dead horse?” Do they “push an idea” or “stick
holes in an argument?” In any case, the students, according to this definition, take an
active, almost physically aggressive role in their acquisition of knowledge. True
students in this definition of the word, then, are active seekers of knowledge and truth
and they pursue them with tenacity, aggression and an unrelenting energy. So
whatever the “what” may be, the social studies are accomplished through this
tenacious seeking of...what?

A curriculum of strangers. The “what” is illuminated through the exploration
of the “social,” which takes its roots from the Latin socidlis, meaning “united, living
with others” (Barnhart, 1988, p. 1029). Indeed, there are many uses of social that
speak to this understanding. The Pilgrims and strangers on the Mayflower wrote and
signed the first “Social Compact” agreeing to work toward the betterment of the
whole group once they landed in the strange new colony. The Social Contract has its

roots in John Locke’s writings dating back to the 1600’s (Barnhart, 1988, p. 1029).
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But with the Pilgrims on the Mayflower there was an element of the unknown. There
were strangers on board: men who did not worship the same God, nor come from the
same country. There was no common cultural background from which all the
passengers could draw. This social contract gave them the agreement by which they
could all form a new bond in order to move forward together and prosper. The words
in the Mayflower Compact reveal the Pilgrims’ desire:
To covenant and combine ourselves together into a civil Body Politick, for our
better Ordering and Preservation, and Furtherance of the Ends aforesaid; And
by Virtue hereof to enact, constitute, and frame, such just and equal Laws,
Ordinances, Acts, Constitutions and Offices, from time to time, as shall be
thought most meet and convenient for the General good of the Colony; unto

which we promise all due submission and obedience. (Mayflower Compact,
1620, as posted on www.law.ou.edu/hist/mayflow.htm)

I have explored the idea of a covenant with my own students. On the first day
of school we simulate the Mayflower voyage. I do not hand out any rules or class
expectations. Students in each class draw up their own social compacts. Students who
have participated in such an activity have reported that they experience a sense of
unity and responsibility that would not otherwise have been present in a classroom.
For example, Mandy, a former student reflects that establishing a class compact,

...Sort of united the class and under the compact everyone would abide by the

same rules... Some of us did not know each other and it was a good way for

us to interact with each other. ...I think it was a good basis for the year
because throughout the curriculum, we were able to make references back to

the compact. (Mandy, Reflection, June 2004)

Furthermore, as Henry, and other former student states,

(The compact) made a binding agreement between the students and (the

teacher). Both the students and (teacher) are honor and duty bound to follow

the compact, and neither party could object because both parties approved it.
(Henry, Reflection June 2004)
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Finally, as Anita states,

Making the compact not only gave us a say in the rules and our rights in the

classroom, but also we learned about the Mayflower and some aspects of

frameworks of governments like our own Constitution. (Anita, Reflection,

June 2004)

As these students reveal, the class compact was something that united and bound
them to each other and to the class as a whole. The social aspect of a social studies
class comes through when students are forced to recognize that they are in it together,
and are “honor and duty bound.”

Interestingly, just as the notion of amicability was absent from the experience
of the Pilgrims, and this necessitated the social contract, another root of the word,
socius leads to etymological roots in the idea of an “associate” or “companion” as the
Old Icelandic seggr and Old English secg connote (Barnhart, 1988, p. 1029). There is,
then, a sense that the social is more than just a gathering of people, but an underlying
attitude toward those people of companionship and empathy. The contract of the
Pilgrims created this sense of responsibility. It also created in them a reason for their
alliance and a promise of protection. How do students in a social studies class
experience this sense of alliance and protection? Do they? Is it automatic, by virtue of
being a member of a class, or must the teacher and students construct this alliance?
How do the experiences of students differ depending on the extent to which they feel
empathy for or an obligation toward others in the class? How does this attitude
toward the class and its members shape the learning experiences of students in civic
education?

A curriculum of unity. Returning to the social studies as a whole, one could

now discern that social studies is the active seeking of ways in which to live united
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with others, amicably. The student of social studies dwells in the terrain of what it
means to be one with humankind, what it entails to choose an alliance with others
willingly and promote the common good. The MCPS social studies curriculum makes
use of enduring understandings as the benchmark for all learning. Related to the
themes uncovered above, some of the enduring understandings for the eighth grade
American history curriculum are:

Political systems are the people, practices and institutions that use power to

help make and enforce societal decisions. Governments are the formal

decision making institutions created in a political system. In a democracy the
political system reflects belief in a government that represents the people,
protects individual rights, and helps determine the common good.

People may change political systems by working within the system or outside

the system. However, when a political system won’t change, people may try

to abolish it and create a new system. This may cause violent conflicts.

(Montgomery County Public Schools, 2004, p. iii)

These enduring understandings speak to the very nature of a student’s role in
the social studies classroom. Mediating between “individual rights” and the “common
good” the teacher heeds his/her call as well. From this arena, a study of the
chronology of events illustrates how humans have done this over time. Students may
study the impact physical land features have had on how individuals join with other
individuals for a common purpose. In the social studies students can “knock around”
how persons, so joined together, seek to manage natural, human and capital resources.
The student of social studies also can push through the multitudinous landscapes of
beliefs, practices, languages, religions and other differences that shape how
individuals live with one another. These practices constitute the history, geography,

economics and cultural studies that typically make up a social studies curriculum.

Yet, still one more facet of the social studies remains: civic education. Without this
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component, how can students develop empathy toward their fellow classmates and
the larger society?
Curriculum as Fire

To explore the phenomenon of students’ experiences in a civics education
curriculum, one must first explore the meaning of a social studies curriculum.
Phenomenologists refer to curriculum as “currere” (Pinar et al., 2000). Etymological
renderings of “curriculum” give us a Latin root dating back to 1633 in which
curriculum meant “a running,” or “course” and derives from currere, “to run”
(Barnhart, 1988, p. 244). Taken this way, phenomenology views curriculum as a
“course to be run,” or the experience of the journey. This understanding is often very
different from teachers’ and students’ understanding of the curriculum. A teacher
with a phenomenological orientation toward the curriculum interacts with students in
a much different way.

Curriculum conceived as “a running” carries with it an epistemology that
knowledge is constructed. As Pinar et al. (2000) state, “Knowledge is grounded in the
lived experience of the subject” (p. 414). Therefore, in a phenomenological sense,
currere seeks to “slide underneath” the end products of education (concepts,
conclusions, generalizations) to get to the pre-conceptual experience at their
foundation. Pinar et al. (2000) further explicate that phenomenology distances one
from the “everyday and familiar” in order to see them for the first time with freshness
and immediacy. Thus, in currere, the goal of teaching is to “...recover those forms of

life, especially in language, that enable (the teacher) to be with students in a more
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livable way” (p. 415). How different this type of curriculum is from that of what one
may see in a traditional social studies classroom.

Henderson and Hawthorne (2000) elucidate the contrast between mainstream
(traditional) and transformative curriculum philosophies. For example, in mainstream
curriculum philosophy teachers rely on students learning obedience to authority and
learning “cooperative/ compliant behaviors in the context of a competitive
educational meritocracy” (Henderson & Hawthorne, 2000, p. 5). In transformative
curriculum philosophy students learn diversified, lifelong, inquiry responsibilities as
well as “learning informed, democratic citizenship related to equity, civility and
diversity” (Henderson & Hawthorne, 2000, p. 5).

How, then, are the experiences of students shaped by a curriculum conceived
as the latter? If curriculum is a course to be run, then we as teachers may be in a
position to “light a fire under their heels.” In this way, the curriculum is the fire to
spur the action of the students. As one former student tells of her experience of
learning social studies, there are ways learning can be structured for a more
transformational experience:

I was studying in Brussels, Belgium. The director of the program was full of

energy and excitement for the European Union. We went on field trips to

NATO and to Eastern Europe as we learned about the differences between

East and Western Europe and how much farther the east has to go before

consideration in the EU. This bit of history stands out in my mind because I

have no memory and if I can remember it, then the teacher must have been

remarkable.

Another is in Mrs. K's class. Every time we had to do a debate, I would learn

so much about the issue, the historical events, etc. However, I cannot tell you

now what they were, but at the time I remember thinking that it was such a
cool way to remember the facts, to debate them. (Lisa)
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Lisa’s recollections indicate that the role of the teacher is a very important one in
helping students experience a transformative curriculum. Her teacher was not just
knowledgeable, but enthusiastic as well. “The director of the program was full of
energy and excitement for the European Union.” She experiences a hands-on
element in her learning of history that may have cemented the experience in her mind.
What does it mean to have a hands-on experience? Hands—on experiences force
students to take an active role in their learning. But these instances seem to be the
exception, rather than the norm in social studies teaching.

Looking back to the poem, Fire, “... Building fires requires attention to the
spaces in between as much as to the wood.” This implies that the teacher and the
students, as they run the course together, must attend to what is written, asked,
debated, discussed, and provided as well as to what is not. Teacher and students must
create the “spaces in between” that allow for the full igniting of the fire. This seems
to have been the case for Lisa in these instances.

Imagining curriculum as fire brings to mind the imagery of sitting before a
fire, transfixed by the brilliant, dancing flames. Many can sit before a fire in silence,
for hours and simply be. This peaceful silence has its place in the classroom as well.
Taylor (1991) states that silence in the classroom is productive, not void. Further, “To
teach in this way means to create an atmosphere, to provide a space wherein students
are listened to, listen to the other, or to the silence of what the ancients call Great
Nature” (p. 353). I create this space when I ask a student to unpack their thinking in
response to a question I did not expect. Then I open up the student's ideas to the rest

of the class and invite them into the space the first student and I created. "What do



39

you think of their idea?" "Do you agree?" "What is your interpretation?" The
written curriculum is pushed aside as the students and teacher co-create a new
curriculum, the lived curriculum. I create the space for this co-constructed learning
and invite the students in to take part as active members. I do not let them off the
hook, and I let silence reign as they think about the questions in the air. This is a
formidable challenge for it is a teacher’s natural inclination to fill the silence. As
Palmer (1998) explains of silence:

Panic catapults me to the conclusion that the point just made or the question

raised has left students either dumbfounded or bored... But suppose that my

panic has misled me and my quick conclusion is mistaken. Suppose that my
students are neither dumbfounded nor dismissive but digging deep.... Suppose

that they are not wasting time but doing a more reflective form of learning. I

miss all such possibilities when I assume their silence signifies a problem,

reacting to it from my own need for control rather than their need to learn.

Even if my own hopeful interpretations are mistaken, it is indisputable that the

moment I break the silence, I foreclose on all chances for authentic learning.

Why would my students think their own thoughts in silence when they know I

will invariably fill it with thoughts of my own? (p. 82)

It is in the silence that Palmer describes that the teacher creates the space for the fire
to burn.

In that the silence of which I speak so often follows a question, I seek to
understand the role of questioning, both on the part of the teacher and the students, in
a civic education curriculum. According to Gadamer (1960/2003), “The essence of
the question is to open up possibilities and keep them open” (p. 299). He views
questioning as a hermeneutic priority, that to question, one also has to be able to
identify what one does not know. Gadamer (1960/2003) states, “In order to be able to

ask, one must want to know, and that means knowing that one does not know” (p.

363). This should be true for both students and teacher. For if a teacher is fully
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present to one’s students, as Palmer (1998) calls for, then for a teacher to ask a
question is an invitation to the students to bring out their own “teacher within.” In this
vein, asking questions is essential in currere as both teacher and students seek to
discover the knowledge within themselves.

Hence, curriculum as a mode of being with children in a “more livable way”
(van Manen, 2003) reframes curriculum as an active entity in the social studies
classroom, an entity that is co-created by the teacher and the students. It destroys the
notion of curriculum as being confined to a vinyl binder of objectives, standards,
assessments and “black-line masters” that sits on a teacher’s shelf. Curriculum, as the
course to be run, is a configuration of the lives of all the persons in the classroom. As
Pinar et al. (2000) explain, “...currere seeks to understand the contribution academic
studies make to one’s understanding of his or her life” (p. 520). This has powerful
connections with the goals of social studies.
The Fire in Social Studies

Curriculum, taken in a phenomenological sense, insists that one’s teaching
and therefore students’ learning, transcend the written curriculum. Given this, one
still can examine the text of the written curriculum to discern its role in the social
studies classroom throughout the course to be run. First, the written curriculum calls
for a connection between the present and the past. As stated in the CAI Blueprint
(MCPS 2001):

The most common unit design throughout the curriculum is a present/past

concept mix. Concepts are introduced in the here and now for relevancy to the

student, then applied to past times or distant lands to further develop the

concept or to measure its attainment... Each unit will focus around several of

these large concepts combined into an "enduring understanding." The past-
present mix allows a more student-friendly introduction to the difficult
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knowledge and concepts necessary to understand the past and present world.
(p-3)

How does this orientation of the written curriculum, as taught by the teacher, shape
the students’ experiences in learning social studies? What is it like for students to
learn about past events in that way? How does this approach to curriculum lend itself
to a civic education in the social studies?

Also, as framed in the CAI Blueprint for social studies, the instructional approach
in social studies asserts that the curriculum must do the following:

...requires consistent, yet varied opportunities for students to be actively involved

in social studies. Social studies curriculum will promote instruction that:

* values all learners and is differentiated for their strengths, interests, and

learning styles.

* enables students to demonstrate appreciation and understanding of diverse

individuals, groups, and cultures.

* isinvestigative in nature and steeped in the disciplinary requirements of

the social sciences and humanities.

* emphasizes depth in understanding of knowledge, procedures, strategies,

and concepts, rather than broad, superficial content coverage.

* begins with learners' frame of reference to establish understanding, but

quickly moves out to a larger idea. (p. 4)

Within this blueprint, the social studies teachers must make the space for the
fire to grow. Phenomenology would interpret this curriculum blueprint as a starting
point for students and teacher in the “course to be run.” When Brendan raised the
idea of protest, he was making a connection between past events (the revolutionary
war) and his present life. Brendan, and the rest of the class, were participating in
currere, and just as Pinar et al. (2000) assert, connecting the past with “...one’s

understanding of his or her life” (p. 520). Do all social studies students have a sense

that their curriculum is unique to their class, to themselves? When we actively make
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connections from the present to the past, how does this shape their experience of a
civic education in a social studies classroom?

To continue to open up the phenomenon of what it means to learn in a civic
education curriculum, I examine the lived experience of a student participating in
such a curriculum. Some students, such as Kevin, a former student, believe
considering an issue from multiple perspectives is essential to the goals of social
studies:

I felt as if I was helping the students see that there is always more than one

side to a story and it’s not always black and white. There are sometimes some

shades of gray and there are more sides to the story and you can’t just always
take what has been presented to you. You have to go to different sources and
kind of take what one person has said and what hasn’t been said about that
particular subject and draw conclusions from many different spoken and
unspoken things. (Kevin)
This begins to uncover the phenomenon of learning in a social studies class. Kevin
felt the responsibility to help other students in class see that there is more than one
side to a story. His experience may indicate that this type of learning does not
naturally take place in the social studies classroom. What has to happen in the
classroom for students to emerge from a passive role and speak up to open a dialogue
about different interpretations of events and issues? How can the course to be run
achieve this?

In Kevin’s experiences in social studies class, the lecture mode of instruction
was the norm:

In some classes they just give you notes, loads and loads of notes and lectures

and they just expect you to ...They just give you tests, loads and loads of

tests... (Kevin)

He also intimates the danger of receiving instruction in history through this modality:
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Then you are being cheated from learning all the subtleties and fine points and
details that influenced a decision or a major event. A person who has been
taught all that will do much better in life than you because you won’t have
that sort of knowledge to call on. You won’t have certain skills you need in
certain jobs...If you keep getting lectures you’re gonna [sic] become gullible
to what people are telling you. You aren’t going to question what people are
saying because you haven’t been taught to question. You don’t think you can
ask questions. And if that happens you are probably not going to fully
understand what you have been told anyway... (Kevin)
Clearly, Kevin sees a strong connection between the type of instruction one receives
in social studies class and one’s ability to make judicious decisions in real-world
contexts. According to Kevin, there is value in learning about “all the subtleties and
fine points” of an issue. He also does not believe this function of learning can be
achieved by the students listening to a lecture. Kevin places a high value on asking
questions in social studies class. This recalls the initial etymological rendering of the
word “student” as one who actively seeks knowledge with tenacity. In the social
studies classroom, this would be doubly appropriate. By mere virtue of being in a
social studies class, the imperativeness of asking questions, and more importantly
allowing the space for those questions, is obvious. The MCPS CAI Blueprint alludes
to this necessity when it asserts as one of its strategies the primacy of “depth of
understanding” over breadth of knowledge.
Perhaps Jessie, another former student, was learning in a civic education
curriculum when she studied the Czech Republic:
In 6™ grade my social studies teacher, Mrs. O, gave us a project to do on any
culture in the world. I chose to do the Czech Republic. The time was during
the time when the country was voting on separating or not. I pretended to be a
ballot collector telling the story about how I stood around and waited for
ballots but only two people showed up to vote. So, I went from house to house
asking for votes, handing alcohol to people before they cast theirs. As I told

this (in English) I moved down the chairs giving water to people in place of
alcohol. Then, in the end, I broke out into drinking songs in Czech. I still
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remember everything because it was like hands-on and I found the
information about it. (Jessie)

Jessie had supplanted herself and her fellow classmates into another time and another
place. She transformed her class into members of an historical event. The students in
the class were an integral part of Jessie’s construction of knowledge about the Czech
Republic. If Jessie had merely given a report on the topic, would she and her
classmates have experienced the depth of understanding? In her own words the
experience was “hands-on,” and this active physical role she played in her learning
was what made her lived experience of civic education memorable and
transformative.

Indeed, learning social studies in a “hands-on” way is an essential aspect of
civic education. One recommendation included in CIRCLE’s (2003) The Civic
Mission of Schools report includes, “Encourage students’ participation in simulations
of democratic processes and procedures. ...Empirical evidence indicates that
simulations of voting, trials, legislative deliberation, and diplomacy in schools lead to
more political knowledge and interest” (p. 28). The methods mentioned in the
recommendation are similar to the experiences of many students reflecting on
effective civic education. Simulating a society, actively debating a piece of
legislation, and participating in school-wide voting exercises are all hands-on ways to
experience different aspects of citizenship. Although CIRCLE (2003) recognizes that
simulation is only second best to authentic democratic participation, one can still ask

what is it about this type of hands-on learning that makes it civic education.
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The Fire of Civic Education

The teaching of social studies does not automatically include the teaching of
citizenship education. Instead, it is a conscious choice. This curriculum of civic
education has unfolded in my classroom as an intersection between my own beliefs
about the social studies, the civic education materials I have pulled into our existing
MCPS written curriculum, and the curriculum that my students and I bring into the
room ourselves. The social studies curriculum, then, is much more than an
intersection. It is a mixing bowl. Without civic education, the social studies may
remain situated in the time period studied, in the past as an abstract, long gone,
nonessential set of understandings. Although MCPS has not named it as such, it is the
civic education component of the social studies that pulls it into the present and teases
out the transformative nature of the possible curriculum. It is my belief that the
ultimate aim of social studies education is to teach students to be active, informed and
critical citizens, and that is where civic education resides.

To assert this, however, one must get behind what civic education is. What is
civic education? And what does a teacher who takes this stance in the classroom do
for students and with students? What does it mean to teach for civic education? What
does that look like in a classroom? To further get behind the phenomenon of learning
in a civic education curriculum, I turn to Casey (1993) to illuminate, or perhaps more
appropriately, situate my stance toward the curriculum.

Civic Education in Place: Of, With, For and As
All such prepositions, however, articulate various concrete modes of

ingression into buildings via the intimate interface between our living-moving
bodies and built places. The modes are prepositional in status not just as they
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are named by particular prepositions, but more crucially because they are pre-
positional in character. (Casey, 1993, p. 122)

Naming the social studies classroom as a place, allows for how the teacher
and students can pre-position themselves. How does the naming of our relationship to
the curriculum change the way we teach, the way students learn?

A Social Study “of”’ Civic Education

The social studies classroom is a place, and I am a teacher of civic education.
Civic education, as a binder of materials, resources, a set of books, lesson ideas and
materials all sit before me and I dispense them and use them with my students. The of
suggests that civic education is the “what” of teaching, a set of standards to be met, a
course to be run and a goal to be reached. What do students experience when they
learn from a teacher of civic education? How do they conceptualize American
democracy and their role in it? Do their experiences necessarily transfer? A teacher of
civic education may implement a written curriculum but may not necessarily be a co-
creator of the “course to be run” with the students. Would students see themselves in
the curriculum that a teacher of civic education teaches?

A teacher of civic education would fulfill the goals of such organizations as
the American Council of Trustees and Alumni (ACTA) who lament the deterioration
of the knowledge base and active participation of many our country’s young
graduates from top colleges and universities. For example, in Losing America’s
Memory, Historical Illiteracy in the 21" Century, Neal and Martin (2000) report that
as part of the great experiment of democracy, the Founders viewed public education
as “central to the ability to sustain a participatory form of government” (p. 1). They

quote Thomas Jefferson in saying, “If a nation expects to be ignorant and free, it
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expects what never was and never will be” (p. 1). Their report raises the question as
to what must be taught in the public schools, from elementary through university
level, to encourage participation in our constitutional democracy. Is learning the facts
and dates about our American history enough to give us the “civic glue” for which
Neal and Martin call? A teacher of civic education would fit the bill in this argument,
but will a traditional social studies course teach students in a way that spurs them to
responsible action?

What form of education truly will make a difference in the political and social
behaviors of Americans? How does this compare to the history education that is
called for by groups such as ACTA? If our schools are to produce an active citizenry,
a body of people who take advantage of their democratic and natural rights, then can
a teacher of civic education teach in such a way?

Social Studies “with” Civic Education

A teacher with civic education connotes someone who combines aspects of
civic education into their existing curriculum. Along with the history, geography,
economics, etc. the curriculum makes room for civic education as well. The teacher
brings in civic education when necessary and appropriate. A teacher with civic
education teaches America as the place to be. America is synonymous with freedom,
democracy and equality. How do students experience civic education from a teacher
with civic education? Do they find themselves reflected in the curriculum if they are
not from the dominant group? Where do they see themselves in America? Do they
view their civic education as but one more part of the whole of the social studies? Do

they appreciate its place in the exploration of how people unite over time for the
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common good? Perhaps, as Rachel’s text earlier has shown, teaching with civic
education is a beginning.

I think because we can vote and we can make change and elect people who

represent us, it makes us feel that even if we are one person, we can make a

difference. The whole Bush and Gore thing the whole controversy in 6™

grade... That’s all we heard about in school. That definitely tells you one vote
can make a difference. (Rachel)

Rachel states that “one vote can make a difference.” This is an enduring
understanding that has come out of a teachable moment in her education. A teacher
with civic education took advantage of the real-world event and folded it into the
curriculum for Rachel.

Social Studies “for” Civic Education

A teacher for civic education has a different job. Such a teacher seeks to teach
students with the goals of transforming students into civic-minded citizens. This
teacher sees the ultimate aim of teaching history, geography, culture and the other
social studies to be transformative of civic education. The teacher for civic education
dwells in the emancipatory interest. Such a teacher is a change agent and actively
“knocks around” issues and questions with students. Are the students of this teacher
transformed? Have they learned in a way that allows them to act? Kseniya may have
learned from a teacher for civic education.

Our English teacher asked us last week if we stood to say the pledge and only

half of us said we did. He said “Good” because we shouldn’t be forced to

stand if we don’t want to and he told us that we shouldn’t be sent to the office
if we don’t want to because we should be able to express our opinions. Then

he said we should go to the office and report the teacher. I sit down because I

don’t believe in God, yet... (Kseniya)

Kseniya appears to have experienced curriculum for civic education. Her

English teacher was pushing his students to act, calling on them to question the



49

authority of the teachers and of the Flag itself. Kseniya herself was spurred to act.
Would she have stood for the Pledge had she not participated in this teacher’s
curriculum for civic education?
“In” Social Studies “for” Civic Education

What about the teacher in teaching for civic education? Such teachers do not
leave their students behind. They are on the same path or journey as the students. This
teacher lets learn and allows self to be transformed by the curriculum co-created and
illuminated in the classroom. A teacher in teaching for civic education has taken a
stance, a position, a pre-position towards the curriculum and the students. Such
teachers recognize that they are as much the learner in the classroom as are their
students.

I found myself in this position when I defended my students’ rights to submit
a petition against a new dress code, as well as when I supported their questioning of a
teacher who violated their right under the discipline code, in the Student Rights and
Responsibilities Guide. 1 let myself learn, along with the students, what it means to
take a stand and act on behalf of justice.
Social Studies “as” Civic Education

One final pre-position worth considering is a teacher as civic education. This
idea lifts the roof off the classroom and tears down its walls. The teacher’s curriculum
is not limited to the classroom itself, but rather the teacher as civic education exists as
a curriculum oneself. This notion speaks to Schubert’s (1986) idea of living, "...as if

your life were a curriculum for others and balance that principle by realizing that
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every life you meet could be a curriculum for you if you perceive with sufficient
perspective" (p. 423).

This is a profound statement. How does one live one’s life as a curriculum for
others? This would entail an awareness of one’s influence on others. This means
deciding to empower those around you through your actions and how you choose to
speak to them. The teacher as civic education would be pre-positioned to the
classroom and the curriculum, but also to life, in this way. The boundarylessness of
teaching as civic education calls to mind an early experience in civic education that
occurred outside of the classroom.

Upon entering junior high school, my civic activism began to take a different
shape. When 1 learned that the traditional 8" grade camp had been cancelled
due to the poor behavior of the previous 8" grade class, I decided getting
camp reinstated was a fight worth fighting. I began by visiting my principal
and asking him for the reasons of the cancellation. Then I asked him how we
could get it reinstated. He and I drafted a parent permission slip and I left with
copies of the form that would go home to every student as well as the
direction to enlist at least 8 teachers who would volunteer to chaperone. If at
least half the students returned the form in time, and I enlisted enough faculty
support, then 8" grade camp was on. I remember the joy I felt as the
permission forms filed in and the number of faculty who agreed to chaperone
grew. I felt confident while talking to teachers, many of whom I did not know,
because this was a cause I believed in and could answer their questions. My
friends thought I was a hero for trying and most pitched in, urging fellow
students to return their forms on time. “Way to be,” one of my friends said to
me. And at the time, I remember thinking about that statement. Was my
activism a way of life? A state of being? If my friends felt the same way I did,
why did they not take a more active role? Why was I one of the few who were
called to act? In the end, we did not get enough support from the student body
and we never did reinstate the 8" grade camp program but the experience
taught me a valuable lesson. The worst that could happen, in most cases, is
that one could hear the answer “no.” I remember feeling embarrassed at first
when teachers did not want to chaperone, but then stronger as a result because
I had had a difficult conversation and survived. (My reflection)

This experience speaks to living one’s life as civic education. My principal

helped to empower me and I had acted. No classroom was necessary. It was his pre-
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position that allowed me the space to try. It was my pre-position that had prompted
me to act. The other side of this is realizing that others are a curriculum for you if you
are open to them. One must be open to learning from others. In this way, just as the
teacher is the curriculum for the students, they, too, can and should be a curriculum
for the teacher. This is truly letting learn. Did my principal learn from me? Did my
non-active classmates and friends learn from me? And what did I learn from them?
How symbiotic is the learning for students in a civic education curriculum with a
teacher as civic education?

This ties into the idea of the students and teacher learning with each other.
Taken either way, this has boundless implications. The students teach the teacher and
the teacher must be open to letting learn. As Heidegger (1993b) insists, while
teachers must have a large store of knowledge, they must also appreciate the silence.
Many teachers feel that they are abdicating too much power by being silent, that their
students will lose faith and trust in them as authoritative sources. But the poem Fire

3

suggests, “...too much of a good thing...can douse the flames...” And as Taylor
(1991) explains, teachers who withhold information are not withdrawing altogether.
Instead they are active in a different way. “To teach in this way is not to cancel
oneself out, but rather to listen openly and attentively. One must be silent and yet
supportive, leaving space for learning. It requires that the teacher learn how to listen
and how to speak from silence” (p. 353).

Thus, the teacher as civic education neither has all the answers, nor all the

questions. The teacher as civic education, however, does create space for the fire to

thrive. Such teachers hear the silence in between the questions they ask, in between
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the questions the students ask. This silence actually invokes a physical bodily
response from the teacher and the students. The heart rate increases, and waiting out
the silence becomes a matter of wills. The students are counting on the fact that the
teacher will cave in and speak, call on the first hand in the air, or answer his/her own
question rather than make them accountable for their learning in that instant. It is
through this practice that students are perpetually the passive recipients of knowledge
instead of constructors of their own learning for which Taylor (1991) calls. In this
regard, to fill the silence before its time has come to pass is to abdicate. The teacher
as civic education does not abdicate. This type of civic education lends itself very
strongly to what Giroux (1980) termed “emancipatory citizenship education.”
Emancipatory Civic Education
If Citizenship Education is to be emancipatory, it must begin with the
assumption that its major aim is not ‘to fit’ students into existing society;
instead, its primary purpose must be to stimulate their passions, imaginations,
and intellects so that they will be moved to challenge the social, political, and
economic forces that weigh so heavily upon their lives. (Giroux, 1980, p. 357)
Giroux, in that celebrated article, claims that civic education, up to that point
had been a large failure. Schools are not the embryonic democracies the progressives
envisioned, nor do they serve the purposes of citizenship education. With regard to
citizenship education, Giroux differentiates between technical rationality,
hermeneutic rationality and emancipatory rationality. In the technocratic model,
citizenship education is a matter of transmission of facts and knowledge in a value-
free, linear fashion. Knowledge is objective, and as such, citizenship education can be

reduced to mastery of pre-determined objectives and behaviors. In this way, students

are trained to be adaptive and conditioned as opposed to active and critical. It is this
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technical model that pervades not only citizenship education, but all education as
well, including teacher preparation programs. As previously referenced, Henderson
and Hawthorn (2000) refer to this orientation as a “mainstream curriculum
philosophy” (p. 5).
Persistence of a Poor Pedagogy

According to Cuban’s (1993) landmark analysis of pedagogical trends, despite
some variances, recitation and other forms of teacher-centered instruction persist after
the turn of the 19™ and 20™ centuries. While in later years, recitation lessened, the
teacher-centered pedagogy from which the practice emerged still remained a
consistent form of teaching throughout the 20™ century. In Cuban’s (1982) earlier
work he contends there are several reasons for this persistence. First, he cites the
overall organizational structure of the school as an instrument that perpetuates teacher
practices inside the classroom. In other words, the schools, with their separate grades,
subject matters, bell schedules, building-wide rules and routines, force teachers to
strive for efficiency so as to fit in with the larger model of efficient use of resources
(time). Simply put, this organizational structure makes teacher-centered instruction
with its “...straightforward ways of transmitting knowledge,” the most effective
method of instruction in this setting (pp. 36-37).

Another explanation Cuban (1982) offers for the persistence of teacher-
centered pedagogical practices are the belief systems of the teachers themselves. As
he very eloquently states, “The idea that students learn best in structured situations

where the rules are clear and equitably enforced, and that the teacher’s authority,
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rooted in institutional legitimacy and the knowledge that the teacher possesses, stands
unblemished” (p. 38).
Toward a Pedagogy with Fire

This transactional view of teaching and learning means that it is no longer

adequate to speak simply of teaching without at the same time speaking of

learning. (Grundy, 1987, pp. 101-102)

Standing in stark contrast to the persistence of the technical orientation toward
teaching and curriculum, the emancipatory interest changes the language of
education. It redefines what is meaningful in education. In the technical interest, those
experiences that serve to fulfill a predetermined end, those that help the student reach
set standards are meaningful. But is the process itself meaningful? The emancipatory
interest takes hold of the actual experience and defines meaningfulness as “a matter
of negotiation between teacher and learner from the outset of the learning experience”
(Grundy, 1987, p. 102). Should this model not be how the social studies are taught?

Another way to understand an emancipatory curricular interest is through
critical pedagogy. According to Kincheloe (2004), critical pedagogy is one that brings
out one’s “impassioned spirit” (p. 4). Furthermore, Kincheloe elucidates, “Critical
pedagogy wants to connect education to that feeling, to embolden teachers and
students to act in ways that make a difference, and to push humans to new levels of
social and cognitive achievement previously deemed impossible” (p. 4). This is
indeed the call of emancipatory civic education.

Participating in a curriculum in the emancipatory interest students would be

involved in a learning experience where the teacher and students take part in a

dialogue. Most important, however, meaningfulness of an educational experience
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comes as the experience encourages students and teachers alike to, “confront the real
problems of their existence and relationships. ...When students confront the real
problems of their existence they will soon also be faced with their own oppression”
(Grundy, 1987, p. 103). I see glimmers of this when students such as Brendan notice
that they should have more rights than they do.

Greene (1998) frames emancipatory civic education as teaching for social
justice. She states, “Teaching for social justice, we must remember, is teaching what
we believe ought to be... Moreover, teaching for social justice is teaching for the sake
of arousing the kinds of vivid, reflective, experiential responses that might move
students to come together in serious efforts to understand what social justice actually
means and what it might demand” (as cited in Ayers, Hunt, & Quinn, 1998, pp. xxix-
xxx). Thus, civic education, taught from an emancipatory interest, would be the most
appropriate curriculum through which social justice may be pursued.

Education through the emancipatory interest is dissatisfied with current power
structures and discontent with the status quo. Class discussions are a starting point for
some type of action or advocacy to raise our standard of living. The emancipatory
interest assumes that we are all living under some sort of oppression, and that we all
have chains to shake off. As Kincheloe (2004) states, “Simply caring about students,
while necessary, does not constitute critical pedagogy. The power dimension must be
brought to bear...” (p. 9).

The social studies classroom is the place to explore, question, criticize and
name those power dimensions. Teaching in the emancipatory interest is education

stripped of its innocence. In a democratic society, how can we expect our students to
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assume their full roles as citizens if we do not provide an education within which they
can examine the very constructs that serve to liberate and oppress, and thereby make
informed decisions for themselves and for society at large?

Preparing for the Challenges

Bringing about change in the actions, behaviors, and dispositions of one’s
students is, indeed, a challenge. Most teachers who teach from a critical pedagogy are
able to accept the effects of this teaching. Students are more critical, ask more
questions and do not readily accept everything that they are told to do. As Kohl
(1998) explains, however:

It is not enough to teach well and create a social justice classroom separate

from the larger community. You have to be a community activist as well, a

good parent, a decent citizen, and active community member. ...Certainly it

isn’t easy and often demands sacrifices. Believing that all children can learn
can be a blessing in your own classroom and unleash your creativity. It can
transform angry and resistant students into challenging, creative, funny, loving
learners. It can also get you in trouble with your supervisors for creating new

expectations... (pp. 286-287)

I, too, have had to learn to accept my students’ questions and allow for their
growth. Just as my students began questioning my decisions, though, they also
challenged other teachers as well. Social studies teachers may worry that they will
become unpopular teachers and employees of a school system. It is this type of
complacency and unwillingness to “rock the boat,” however, that perpetuates power
dynamics in our society. We must, as Kohl (1998) asserts, take this kind of teaching
“for the moral and social necessity that it is. And don’t be afraid to struggle for what
you believe” (p. 287). If we continue to question and challenge the power structure,

we do not become complacent. EVERY decision, every policy, every law, etc. is tied

to some form of a “power over” relationship. As Grundy (1987) has stated,
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“Emancipation becomes the act of finding one’s voice” (p. 107). Hearing the
students’ voices sometimes means listening to things we do not want to hear. Many
teachers are unwilling to do this. But it is ultimately the social studies classroom
where this exact kind of pedagogy should take place.

In an emancipatory curriculum, students and teachers are co-creators of
culture and curriculum. The emancipatory interest does not allow teachers or their
students to be complacent. Teachers do not perpetuate the same power-over
relationship with their students. In this way, teachers need to fuel the fires of
prospective citizens before they assume a permanent role in society. The fires that are
lit and fanned in the social studies classroom will spill over into society.

The Fire in Phenomenology

In this chapter, I have illuminated my journey as a student in civic education,
teacher in civic education, as well as my pedagogical and curricular philosophies.
Similarly, in chapter two I explore various literary sources regarding civic education
to continue to understand how this phenomenon can make itself manifest, especially
for middle school students. Chapter three explores phenomenology as the chosen
research methodology to uncover the lived experience of civic education. I now
conclude this chapter with a brief look at hermeneutic phenomenology, the
methodology through which I choose to explore the phenomenon of the lived
experience of civic education for middle school students.

Building the Fire
The goal of civic education essentially is to provide opportunities for students

to experience a way to be in the world, their world, that supports a democratic
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society. A preponderance of the research conducted on civic education curriculum
and programs seeks to discover how much information students remember from their
social studies courses, the content and major themes of social studies classes, voting
habits of young adults, and how active they are in politics and in their communities
after graduation (The Civic Mission of Schools, 2003; Education for Civic
Engagement in Democracy, 2000; and Patterson, 2004). This type of research is
important and, indeed, has its place in civic education research. What these studies
fail to capture, however, are the lived experiences of students as they experience civic
education. What do the daily experiences of students in social studies classrooms
have to do with their experience of civic education? What does it mean to experience
transformative civic education? Are not the classroom experiences of the students the
essential determinant of their future behavior?
Creating the Spaces in the Fire

The research and writing of van Manen speak to me as the way to understand
the phenomenon, not only of my pedagogy, but also of the lived experiences of my
students. As inextricably tied together my curriculum, my pedagogy, and students’
experiences are, I find that my source for illumination is through phenomenology. In
this study, I seek to explore the “...textual reflection on the lived experience and
practical actions of...” students in civic education (van Manen, 2003, p. 4). As van
Manen (2003) states, “Phenomenology is a philosophy of the personal, the
individual” (p. 7). Those unique experiences, however, are grounded in the
world —and in the case of my phenomenon—the lived world of the social studies

classroom.
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In chapter three I explore, in depth, van Manen’s (2003) six components of
hermeneutic phenomenological research and how I seek to uncover my phenomenon
through them. They include:

(1) Turning to the Nature of Lived Experience;

(2) Investigating Experience as We Live It;

(3) Hermeneutic Phenomenological Reflection;

(4) Hermeneutic Phenomenological Writing;

(5) Maintaining a Strong and Oriented Relation to the Phenomenon;

(6) Balancing the Research Context by Considering Parts and Whole. (pp. 30-

31)

With van Manen’s framework in place, I turn to Heidegger, Gadamer, Casey,
Merleau-Ponty and others to illuminate the path on which the research takes me. In
conducting my research, I seek to allow the phenomenon to reveal itself. As a teacher
in currere with students, this methodology is especially appropriate and respectful of
the students, because as van Manen (2003) maintains, I as the teacher/researcher can
learn new ways to be with my students, ultimately for the benefit of all.

Attending to van Manen’s framework, in chapters four and five I explore the
themes that emerge and I strive to uncover what it means to be in civic education.
Chapter four explores the element of lived body in civic education. Chapter five
dwells on the lived-relation of students in civic education. Finally, in chapter six I
attend to the broader meaning of my new understandings of student experiences in
civic education and suggest new lines of flight this research may take policy-makers,
curriculum developers, teachers, students, and citizens.

Perhaps the most intriguing aspect of my research is that I am challenging the

very system in which I teach students. I am challenging the ways we measure

students’ success on a national, state and local scale. I am calling into question the
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deep seeded beliefs that have shaped our existing educational structures and informed
our policies. My research seeks to go beyond traditional or mainstream pedagogical
practices to those practices that allow for ultimate student and teacher transformation.
For what is so often lost in measurements of “Annual Yearly Progress” (AYP) as
mandated by the No Child Left Behind (NCLB) Act, are the experiences of the
students who are being measured.

Grumet (1992) asks a very appropriate question that shapes my research,
especially in relation to civic education. In explaining Husserls’ orientation to
research she states that he asks, “How does educational experience shape the
cognitive lens, change the vision so that the world is, in fact, encountered
differently?” (p. 42). This is an essential question in civic education research. So
many of the civic education programs, reports, studies, and policies are centered
around changing students’ behaviors and attitudes toward society and their
commitment to their communities. Would it not be fruitful to get underneath the
educational experience that shapes the students’ lenses initially?

In examining our past as if for the first time, free of conceptual entrapments,
we liberate ourselves to re-imagine our present. We carry with us in our present our
past as we experienced it. If we, as Greene suggests, “make present the shapes and
structures” so that our “past appears in altered ways” we can “shake the bonds that
have thus directed our present actions and live in a present less bound by
rationalization and more open to possibilities” (as cited in Ayers & Miller, 1998, p.

148).
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This same theory can be applied to the middle school students I currently
teach. Every year I hear how they “never liked social studies,” or were “never good at
social studies.” What do these statements mean? These students enter my classroom
for the first time with educational baggage. They do not know that I am seeing them
for the first time, with new eyes. They carry with them the expectations, opinions and
experiences from previous teachers, for good or for ill. They need a way to shed these
past experiences and be in the present in a new way, a way that allows them to be
more fully engaged in the curriculum, as if for the first time, because the curriculum
of this classroom is different and new. From this, they can experience their current
learning in a new way, “more pungent, more grounded” (Greene, as cited in Ayers &
Miller, 1998, p. 148).

The Call of the Fire

Hermeneutic phenomenology, or as van Manen (2003) frames it, action-
sensitive pedagogy, is the right match for the phenomenon I seek to explore.
Ultimately, civic education seeks to bring out in students a desire, motivation, and
disposition to act in the larger democratic society in a way that is thoughtful, critical,
and engaged. As such, the students’ learning is connected with their doing and being
in the world. As my underlying moral aim in participating in this research is to inform
mine and others’ pedagogy for the ultimate benefit of students, and thus society,
phenomenology is the most appropriate philosophic framework and methodology for
exploring student experiences in civic education. Thus as Heidegger (1977) states,

“We must keep our eyes fixed firmly on the true relation between teacher and taught”
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(p- 356). To research in this way is to inform my own pedagogy and learn to act in
ways with students that are transformational for teachers, students, and society.

I now move on to continue the exploration of the fire of civic education and
seek to open other ways in which to see the phenomenon. For as the poem Fire states,
“Building fires requires attention” (Brown, as cited in Intrator & Scribner, 2003, p.
89). I now turn my attention to the phenomenon more fully and call forth the voices
of others who have participated in different parts of building the fire that is civic

education.
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CHAPTER TWO:
EXPLORING THE MAKING OF CITIZENS IN CIVIC EDUCATION
What is Education that is Civic?

This study’s purpose is to explore the lived experience of civic education for
middle school students. What is it about this type of education that makes it civic
education? How does the teacher’s pedagogy bring about the students’ experience of
civic education? What are the transformative aspects of civic education for middle
school students? Chapter one set out to examine my own turning to the phenomenon
of civic education. As such, I provided examples of my own lived experiences in
civic education both as a teacher and a student to illuminate aspects of civic
education. This chapter seeks to explore civic education in more depth, as it is known
in classrooms, to teachers, curriculum specialists, and political scientists and
historical figures in the United States today and over time.

Before I uncover the experiences of middle school students in civic education,
I must explore the essence of civic education from a variety of sources. These
sources include historical documents and texts, current research in the field, anecdotal
accounts, literature, speeches, and American foundational documents. Additionally,
the exploration of civic education allows me to examine my own pre-understandings,
biases and assumptions about civic education as fully as possible, so that I may, as
phenomenologists suggest, bracket them in order to view the phenomenon with fresh
eyes. Thus, I begin with an investigation of the nature of civic education and its

historic roots. Subsequently, I explore the calling of and for civic education. I then
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turn to the purposes of government and explore civic education through the paradoxes
it presents.
On Democracy (and Republics)

In advance of an exploration of civic education and its historical and
contemporary roots, a definition of democracy is in order. Taken literally, democracy
is rule by the people. It derives its etymological roots from the Greek “demokratia,
from demos common people, district + krdtos rule, strength” (Barnhart, 1988, p. 264).
American democracy has come to imply much more, however, than simply a
government in the hands of the populace. American democracy includes several
principles such as majority rule, rule of law, protection of basic, civil, and legal
rights, equal opportunity and equal justice.

Our American democratic system is often referred to as a republican
democracy. The term “republic” comes from the Latin, “res, meaning thing or affair
and publicus, public: loosely rendered, a republic was a thing that belonged to the
people” (Dahl, 1998, p. 13).

Are democracies and republics fundamentally different? In their origins, no.
As they are understood in America today, yes. The full meaning of American
republican democracy developed during the constitutional period of American history
when in 1787 James Madison, chief architect of the constitution, distinguishes
between the two: “A pure democracy by which I mean a society consisting of a small
number of citizens who assemble to administer the government in person [and a]
republic, by which I mean a government in which the scheme of representation takes

place” (as cited in Dahl, 1998, p. 16). With this distinction, Madison established the
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form of representative government in which local and state governments administer a
more direct democracy while maintaining a larger republic for national affairs. With
this understanding of American republican democracy, I now turn to what it means to
teach for civic education in a democracy.
Heeding an Early Call: Founding Civic Education
Civic Education, which has also been called citizenship education, is not a
new concept. Although not explicitly named as such, many of the Founding Fathers
of our country have alluded to its necessity. Early in American history, Benjamin
Franklin, for example, argued for the necessity of education that would in turn benefit
the public good. In his Proposals Relating to the Education of Youth in Pennsylvania
he states:
The good Education of Youth has been esteemed by wise Men in all Ages, as
the surest Foundation of the happiness both of private families and of Common-
wealths. Almost all Governments have therefore made it a principal Object of
their Attention, to establish and endow with proper Revenues, such Seminaries

of Learning, as might supply the succeeding Age with Men qualified to serve
the Publick with Honour to themselves and to their Country. (Franklin, 1749,

found on www.MarksQuotes.com/Founding-Fathers/Franklin/index2.htm)

Clearly, even before the staging of the American Revolution, writing of the
Declaration of Independence, or establishment of the U.S. Constitution, Franklin
foresaw the necessity of an education for citizens as the surest foundation of the
happiness and a citizenry replete with “Men [sic] qualified to serve the Publick with
Honour.” What does it mean to link education to a foundation of happiness? How do
these values get interpreted? Such foundational ideas speak to the need for civic
education that is essential in a democratic country.

George Washington connects democracy with enlightened citizenry in his
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Farewell Address of 1796 when he states:
Promote, then, as an object of primary importance, institutions for the general
diffusion of Knowledge. In proportion as the structure of government gives
force to public opinion, it is essential that public opinion be enlightened. (2003,
p- 38)
In other words, because democracy is a system of government that “gives force to
public opinion,” it is essential that the people’s opinion be enlightened. He recognizes
that democracy calls for a certain type of education. This notion has been recognized,
in fact, by leading civic education groups such as CIRCLE (see for example, The
Civic Mission of Schools, 2003.)
Thomas Jefferson takes the connection between maintaining a democracy and
civic education one step further. In an 1820 letter to William Charles Jarvis he states:
I know no safe depository of the ultimate powers of the society but the people
themselves; and if we think them not enlightened enough to exercise their
control with a wholesome discretion, the remedy is not to take it from them,

but to inform their discretion by education. (Found on
www.MarksQuotes.com/Founding-Fathers/Jefferson/index3.htm)

Jefferson makes the case for the safe perpetuation of a democratic society and the
education of the people in whose hands the powers lie. If the purpose of education,
then, is to inform the discretion of the people who hold the power in their
government, then what is called for is civic education.
Civic Education as Written

To explore civic education, as it is written in curriculum, I turn to two
different sources, both of which influence the written curriculum in my own teaching.
Within these sources I explore the underlying ideas about what makes civic education

what it is.
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An education for literacy and participation. 1 begin with the CAI blueprint
from MCPS, which states, “The goal of social studies is to help create literate and
well-informed citizens who actively participate in a democratic society” (2001, front
page). From this simple definition, we have an entry point for understanding civic
education. What does it mean to create literate students? In addition to its traditional
definition meaning “able to read and write,” there also are etymological roots of the
word that mean “learned” or “educated” (Barnhart, 1988, p. 602). This is not a
surprising connection as any school curriculum sets out to educate its students. But
these two additional meanings give the student of civic education more depth. It is not
enough that they can read and write. Instead, civic education wants them to act in an
“educated” or “learned” way. This implies an attitude or disposition of thoughtfulness
that goes beyond mere acquisition of facts.

Next, MCPS wants students to “actively participate.” Turning to early
etymological roots of these words we find that to “act” dates back to 1380 where it is
derived from the Latin agere meaning “do, set in motion, drive” (Barnhart, 1988, p.
10). Civic education, then, becomes the educated decision to do something. The
second part of the phrase is "participate" which dating back to 1531 means to “have a
share, take part” (Barnhart, 1988, p. 759). So in essence, civic education can be
understood as an educated drive to take part.

A final look at the MCPS definition of civic education draws us to the end in
which we see their goal is for students to develop an educated drive to take part in a

democratic society. Although MCPS has defined “social studies” in general as having
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this goal, it is very evident that imbedded in this perspective lies the idea that at its
core, social studies is civic education.

An education of ideas. The next source of written curriculum that informs my
pedagogy is the “We the People...” program established by the Center for Civic
Education (CCE). The preface to the teacher’s guide for the Level Two text elucidates
some of the goals of the program. For example, it states that the text’s intent is:

To provide students with an understanding of how the Constitution came into

existence, why it took the form it did, and how it has functioned for the past

two hundred years. ... One result of this sort of educational experience is that
the student is better equipped to participate in contemporary debates on public
issues. The ability to participate in this way is one of the most important
qualifications of citizenship. The aim of this text, then, is to provide students
with an understanding of the American past and to equip them intellectually to
be active participants in the American present and future. It is a text that
enables students to learn something about political philosophy, history, and
political science. In other words, it attempts to provide students with the

foundation of a civic education. (Center for Civic Education, 1998, p. ix)

This is a rich description of what the “We the People” program offers teachers and
students. In coming sections, I examine more fully the implications of such a program
for civic education. Immediately, however, there are similarities to the MCPS
definition of civic education. The CCE wants students to become “active participants”
as well as become educated in the country’s history, philosophical ideas and political
science.

The layer this program adds to my curriculum is that in addition to seeking to
develop educated, driven students who take part in a democracy, as derived from the
MCPS definition, the CCE curriculum seeks to enlighten students with ideas. The

preface states, “This book is a history of ideas” (CCE, 1998, p. ix). What does it mean

that this curriculum seeks to transmit ideas? Early definitions of the term date back to
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1398 from the Greek idéa meaning a “look, semblance, form, kind, ideal prototype”
(Barnhart, 1988, pp. 504-505). Is civic education one that seeks to transmit
semblances and forms of democracy to students? Who decides what is democratic?
What does this imply for the experiences students would have in the classroom? Civic
education as a history of ideas may take the shape of students getting underneath the
“forms” of democracy or participating in experiences that are “semblances” of
democracy. What does this look like in the classroom? What is civic education as an
education of ideas like for students?

Another etymological derivation of the term “idea,” first noted in
Shakespeare’s Love’s Labour’s Lost from 1588, is “something imagined or fancied”
(Barnhart, 1988, p. 505). This root, too, gives civic education yet another dimension.
Civic education as the transmission of “something imagined or fancied” calls for the
use of imagination, creativity and desire on the part of the students and teacher. To
teach a curriculum of ideas the thing “fancied,” in this case democracy, must be
understood and desired. This understanding would have to precede all other learning.
Thus, civic education through this light, calls for not just an understanding of
democracy, but also a democratization of the process as a starting point. This
democratization ties back in to the earlier definition of “idea” as that of a
“semblance” or “ideal prototype.” Indeed, what better place to experience a
“semblance” of democracy or work towards an “ideal prototype” of democracy than
in the social studies classroom? The question, though, remains: Whose idea of the

“ideal” gets promoted?
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What Calls for a Civic Education?

When the school introduces and trains each child of a society into membership

within such a community, saturating him with the spirit of service, and

providing him with the instruments of self-direction, we shall have the deepest
and best guarantee of a larger society which is worthy, lovely, and

harmonious. (Dewey, as cited in Cremin, 1961, p. 118)

An Historic Calling

Dewey and other progressives would assert that the purpose of education is to
ensure that children can become active, informed, and empowered citizens in the
larger society. This is where the role of civic education, specifically, comes into play.
The history of education itself should have cemented civic education as one of its
permanent pillars. As schools emerged as an organized force over the last half of the
19™ century, the public schools took on a new function. Replacing local, familial,
cultural, and religious-based moral education, public schools became “creators of the
self-governed, self-controlled, self-disciplined, and virtuous citizens who would
embody in their behavior and disposition a fusion of public and private good”
(Finkelstein, 1998, p. 18).

Indeed, with the ratification of the Constitution in 1788, addition of the first
amendment in 1791 and subsequent permanent separation of church and state, the
role of civic education in the schools should have been established permanently. It
was in this separation that founding fathers like Jefferson and Washington foresaw
the need for such an education if our fledgling democracy was to thrive. In fact,
CIRCLE’s (2003) The Civic Mission of Schools corroborates this notion stating, “The

establishment of American public schools...assumed that all education had civic

purposes and every teacher was a civic teacher” (p. 11).
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A Current Calling

The challenge that social studies teachers encounter today is that once they
enter the public schools, they often are faced with the daunting task of implementing
the local or state curriculum, which may or may not contain written aspects of civic
education. Often, social studies classes are the first classes school systems cut while
facing the challenges of passing local, state and national exams.

An unlegislated calling. The NCLB act has already had a large impact on the
teaching of social studies in the elementary and middle schools. NCLB requires,
among other things, yearly testing in reading, math and soon, in science. Many local
and state leaders in the social studies fear that social studies education will suffer the
consequences of not being legislated as the other subject areas are. In fact, this is
already the case in one county in Maryland where social studies instruction time has
been reduced by one-third in elementary and middle schools. In another Maryland
county, the elementary social studies program has been reduced from 90 days to 72
days. Still in other counties in the state, local schools have cut out social studies
education altogether. This phenomenon also is noted by Galston (2004), who cites
CIRCLE’s The Civic Mission of Schools in reporting that social studies classes for
fourth graders have decreased from 49% to 39% between 1988 and 1998.

How do the lack of national, and consequently state mandates, for civic
education shape civic education in the classroom for teachers and students? Would
civic education, as experienced by myself and my students be different if there were a

high-stakes test attached to it at the end? One could argue that without such mandates,
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a teacher has more flexibility and autonomy with the curriculum. How does this
dynamic ultimately influence the experience of civic education for students?

A subversive calling. Furthermore, as progressive reformer Francis Parker
(1894) states, “The common school is the embryonic democracy” (p. 423.) And yet,
schools are anything but democratic. As a social studies teacher, every year my
students and I marvel that as we are learning about democratic principles and values,
we are doing so within a very un-democratic structure. The class itself is authoritarian
as is the school and the school system. It is almost a subversive act to teach
democratic ideals within the present schooling system. After reflecting on the
experience of creating a class compact modeled after the Mayflower compact, one
former student notes:

Although the class compact and the process of making it was fully

democratic, I believe that the classroom will eventually lapse back into

authoritarian order. I feel this way because the very idea, essence of school is
authoritarian to most teenage kids. Although I respect the intentions of the
teacher, I believe establishing democracy in a classroom will never reach its
full potential of everyone being equal. (Anton)

The challenge of teaching democracy in an authoritarian setting also was
present recently as I taught my students about the Bill of Rights. To help students
connect it to their own lives, we made a comparison between the original Bill of
Rights and their rights as students spelled out for them in their Student Rights and
Responsibilities Handbook. Students were amazed at not only how many restrictions
they had on their rights, but also at how flagrantly some teachers infringed upon the
rights they did have. Armed with their highlighted and annotated Rights and

Responsibilities Handbook, students approached teachers who punished the whole

class for the actions of one student. They started a petition when there was a rumor of



73

an impending dress code. They knew the principal had to respond to their petition
within ten days and made sure he did. Some students even chose not to say the Pledge
of Allegiance as a form of protest against what they believed to be an infringement on
their freedom of religion. One student was actually sent to the assistant principal’s
office for refusing the recite the Pledge.

This student, who had been the most vocal about the Pledge of Allegiance
issue, ran into the room excitedly. “Ms. Pao!” he exclaimed. “I tried to sit during the
Pledge because I don’t agree with the “One nation under God part” in Ms. S’s class
and she told me to stand! I refused and she sent me to the office. I told Mrs. C. (the
assistant principal) that you taught me it was my right. I even showed her in the
book.” “How did she respond?” I asked. “She said that I still had to be quiet, but that
she would talk to that teacher.” “So when Ms. S. threatened to send you to the office,
you decided to go rather than just stand for the Pledge?” I asked. “Yes. I knew I was
right. You taught us to know our rights and to stand up for them. Isn’t that what you
taught us?” Indeed this student was right, but I realized that the experiences the
students have in my classroom are far from the norm. Most students do not
experience this type of civic education, if they experience civic education at all in
their social studies class. What prompted this student to act? Was this civic
education? What are the moral dilemmas of teachers prompting action from students
when such actions are met with resistance?

A Calling of Conflict
Part of the challenge of defining civic education, as mentioned previously, is

the spectrum of views on what should be included in a social studies curriculum.
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Social studies traditionally encompass all social sciences including geography,
economics, political science, history, culture, sociology, and psychology. There are
many who argue that the focus of social studies should be on history and lament its
demise in lieu of a broader social science curriculum. Yet, others suggest that civic
education has been a failure because of its traditional delivery as a set of dry facts and
processes. These conflicts speak to the underlying differences in epistemologies of
teachers, curriculum specialists, policy-makers, and social scientists.

To explore these varying ideologies of what is called for in civic education,
imagine a conversation around a conference table between the following people:

Lynn Cheney, Senior Fellow, American Enterprise Institute, wife of Vice

President Dick Cheney and author of Telling the Truth: A report on the State

of Humanities in Higher Education;

Ann Neal and Jerry Martin, authors of Losing America’s Memory: Historical
Illiteracy in the 21*" Century (2000);

Kathleen Kennedy Manzo, a reporter for the Education Week, author of the
article History Invades Social Studies’ Turf in Schools (2003), posted on
http://www.edweek.org/ew/ewstory.cfm?slug=1%hist.h22;

Philip Phenix, author of Realms of Meaning (1966);

Chuck Quigley, Executive Director of the Center for Civic Education, author
of Civic Education: Recent History, Current Status, and the Future (1999),
posted on http://www.civiced.org;

Henry Giroux, author of Critical Theory and Rationality in Citizenship
Education (1980); and

John J. Patrick, author of Defining, Delivering, and Defending a Common
Education for Citizenship in a Democracy (2003).

Opening Questions in Civic Education
Donna: I thank you all for coming. I have assembled you all as experts on the topic

of what is civic education so I can understand this phenomenon more fully. I
realize you all have differing views on what civic education and social studies



75

should be and I welcome your views to help me inform my own
understanding.

Neal and Martin: Perhaps we can open the discussion by asking, “Who are we? What
is our past? Upon what principles was American democracy founded? And
how can we sustain them? —These are the questions that have inspired,
motivated and perplexed since the beginning. And they are questions which
still elude our full understanding.” (Neal & Martin, 2000, p. 1)

Donna: I agree these are very important questions. And how one answers them will
surely speak to one’s epistemology, pedagogical beliefs and philosophical
practices regarding civic education and the social studies.

Manzo: Yes. In fact, “Differences in pedagogical philosophy —both clear and
subtle —have competed since early in the 20" century, when some educators
promoted a new approach to teaching history, one that placed greater
emphasis on the recent past and social perspectives to make the subject more
relevant to students’ lives.” (Manzo, 2003, p. 3 )

Donna: So it seems a fundamental difference in beliefs about civic education lies in
how one approaches the subject. What are some of these differences and what
leads to them?

Manzo: Since 9/11 there has been a move towards a more narrowly focused history
curriculum. Many historians do not favor the “social studies” approach
because it promotes a “critical view of the nation’s history and a betrayal of
the Founding Fathers’ view of education.” (Manzo, 2003, p. 2)

Failure in the Public
I think back to some of the founding fathers’ views on education and wonder

how they would view civic education in light of recent events such as the terror

attacks. In addition to the terror attacks, other events have brought into focus the need
for civic education. In fact, the importance of a social studies education that
emphasizes civic involvement comes to a critical mass, in light of recent events such

as the war in Iraq, the terror attacks on the United States and even the 2000

presidential election, one of the closest in history, the office of the president being

decided by a difference of only a handful of votes. The House of Representatives
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almost had to exercise their Constitutional power of choosing the President in the
event of a tie. The Supreme Court stepped in to render a decision as to whether to
allow the recount of popular votes in Florida to continue. The media coverage lasted
for weeks alternating between footage of vote-counters in Florida, interviews with the

candidates in their homes, and press conferences with the Attorney General of Florida

and the Justices of the U.S. Supreme Court. Shows like Meet the Press, Dateline, The

Wolfe Blitzer Hour and others interviewed citizens all over the country, and reported

from universities, high schools, middle schools and elementary schools to see how
American students, teachers and professors alike were interpreting the political
process. In classrooms all over America, social studies teachers, like myself, held
debates and discussions over the purpose and function of the Electoral College, the
constitutionality of the recount, and the history of how the office of President had
been filled. It was a great time in the classroom for civic education.

As for American’s political consciousness, in the words of Charles Dickens,
“It was the best of times, it was the worst of times.” All across America citizens were
taking an interest in the political process and how to interpret the text of the
Constitution. An outside observer of the press coverage of the election might think
that a majority of Americans were an enlightened and active citizenry, but they would
have been mistaken. Despite the closeness of the race and the national clamor the
conflicts between the two factions aroused, the voter turnout for the 2000 presidential
election was one of the lowest in history. According to the National Census Bureau, a
mere 54.7% of eligible voters cast ballots in this election. This is an appalling statistic

given the fact that our democratic system of government founded on ideals such as
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majority rule, rule of law, and popular sovereignty ensures more freedoms for its
citizens than any other country. Yet, as proven by our behavior in the last election,
Americans know very little about the foundation of our government and the ideals
upon which it was based. For example, according to a gallop poll surveying the
public’s knowledge of politics and issues, in 1991 only 37% of Americans knew what
majority is needed to override a president’s veto. In 2000 a mere 8% knew who the
Chief Justice of the U.S. Supreme Court was (Smith, 2004).

What would our founding fathers say about the state of civic education and
civic consciousness today? In light of our ever-growing diversity and the disparity
between the classes, would they favor a more critical pedagogy with regard to civic
education?

This recent situation also draws me to an understanding of the role of civic
education. In what other class than the social studies would students learn about
participation in a democracy including how and why to vote, the impact and role of
politics, and democratic principles that guide and influence our daily lives? What was
lacking from the civic education of Americans who did not vote or who
misinterpreted the actions of the Supreme Court? Or, perhaps, the question should be,
what was the essence of their civic education that left them with the dispositions they
had?

Civic Education as Essential History

Donna: Is it possible that civic education be critical without “betraying” our founding
fathers’ hopes for education?

Manzo: Perhaps. “Some experts contend, however, that students must first master the
essential history content to have a context for the issues and themes they
encounter.” (Manzo, 2003, p. 5)
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Donna: So civic education needs to include some aspects of history education. |
understand that some argue that history should be the focus itself, rather than
civic knowledge, dispositions, and issues related to social justice. Others
believe that history needs to be problematized.

Giroux: Yes! Exactly. “Citizenship education’s own problematic must begin with the
question of whether or not this society should be changed in a particular way
or left the way it is.” (Giroux, 1980, p. 349)

Donna: Does the view of social studies that largely emphasizes traditional history
education allow for this?

Giroux: Good question, Donna. The “traditional history education” you name falls
under what I call technocratic rationality. Along those lines, “Two traditions
in citizenship education that are strongly wedded to the basic assumptions of
technocratic rationality include the citizenship transmission model and the
citizenship as social science model. ...The citizenship transmission model
represents the oldest and still most powerful tradition in citizenship education.
...In the name of transmitting cherished beliefs and values, this model of
citizenship education ends up supporting, through its methodologies and
content, behavior that is adaptive and conditioned, rather than active and
critical.” (Giroux, 1980, pp. 336-337)

Donna: So civic education should take a more critical approach with regard to the
study of history rather than a traditional objective narrative approach. What
really is the role of history in civic education? Maybe it is not essential to
learn history in a civic education?

Neal and Martin: I take issue with that notion. “It is sometimes said that historical
facts do not matter. But citizens who fail to know basic landmarks of history
and civics are unlikely to be able to reflect on their meaning. They fail to
recognize the unique nature of our society, and the importance of preserving
it. They lack an understanding of the very principles which bind our
society —namely, liberty, justice, government by the consent of the governed,
and equality under law.” (Neal & Martin, 2000, p. 4)

Phenix: But we must continue to question how it is we teach history. “In the
discipline of history, nineteenth-century scientific historians had been
confident that that the historian could strictly present the facts about what
really happened in the past. In reaction against this reduction of history to
empirical science, the subsequent Historicist movement emphasized the
personal, irrational, and contingent factors in historical judgments, thus
bringing into question the possibility of any reliable historical knowledge.”
(Phenix, 1966, p. 45)
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Cheney: I believe there is such thing as reliable historical knowledge and that this
knowledge is sorely lacking from our American youth today. “Knowledge of
the ideas that have molded us and the ideals that have mattered to us function
as a kind of civic glue. Our history and literature give us symbols to share;
they help us all, no matter how diverse our backgrounds, feel part of a
common undertaking.” (as cited in Neal & Martin, 2000, p. 1)

Phenix: “If education is to be regarded as grounded in the search for meaning, the
primary goal of a philosophy of the curriculum is to analyze the nature of
meaning” ( Phenix, 1966, p. 5). In other words, teachers should not present
history and literature as absolutes but rather as vehicles for the student to
uncover the nature of meaning themselves.

The comments of the participants give me pause at this time to reflect on the
role of history in civic education. I think back to my own history education and
remember a curriculum similar to that which Neal, Martin, and Cheney describe:
historical landmarks, patriotic songs, events, people, battles, government processes,
and election results that I had to remember later for tests and quizzes.

This history was presented under the umbrella of social studies, in all grade
levels. What is it about this static learning that occurs in most history classes, even if
only in part? Applebee (1996) would argue, “If there is too much material to
cover...dialogue is almost of necessity supplanted by monologue, in which the
teacher reverts to telling students what they need to know” (p. 55). In traditional
history classes where the emphasis is on coverage, this form of teaching is pervasive.
The pitfalls of this method, however, as Applebee (1996) asserts are that “In a
completely new domain, students don’t know ‘enough’ to take independent
action...If we do not structure the curricular domain so that students can actively
enter the discourse, the knowledge they gain will remain decontextualized and

unproductive” (p. 57). Furthermore, as stated in Integrity in the College Curriculum

(1985):
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If everyone and everything has a history, then opportunities for nurturing
historical consciousness...are manifestly unlimited. That does not mean,
however, that that historical consciousness comes naturally, nor that it can be
delivered on order by the history department in large survey courses or in
textbook assignments in narrative history...The best way to develop historical
consciousness is to study historical situations in depth, whether the situation is
the emergence of a school of painting, the outbreak of a war, the critical
reception of a major writer, the adoption of certain economic policies. (p. 18)

This struggle seems most pertinent in traditional social studies classes that
emphasize attainment of historical knowledge. What is civic education like for
students who experience this type of curriculum? Is it true civic education? Is
knowledge of history essential to the experience of civic education? If so, who
determines what history is essential to learn? With these questions in mind, I return to
the conversation.

Civic Education United by Principles

Patrick: Mrs. Cheney, this ‘civic glue’ of which you speak, I agree that we need
something that unites us as an American people. Allow me to expand on that
idea. “Civic educators of yesterday and today have understood that Americans
have been and are a people tied together primarily by common civic principles
and values rather than common kinship, ethnicity, or religion—the ties that
have bound most other nations in the world. A main point of civic education
in the United States, therefore, has been to develop among diverse people a
common commitment to principles and values expressed in such documents as
the 1776 Declaration of Independence, the 1787 Constitution, and the 1791
Bill of Rights. Building and maintaining national unity from social and
cultural diversity is an imperative of education for citizenship in a democracy
like the United States.” (2000/2003, p. 18)

Giroux: Likewise, I am not arguing that historical facts not be taught, but we need to
examine how we teach them and to what end we are serving. For example,
“Teachers and students within this (technocratic) context are expected to be
either passive consumers or transmitters of knowledge, rather than negotiators
of the world in which they work and act” (Giroux, 1980, p. 338). What end
does this mode of instruction serve? Certainly not the ultimate goal of a
common civic education as the founding fathers envisioned it. In the
hermeneutic, or practical interest, as well as in the emancipatory, we will find
a closer vision of what citizenship education should be.
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With Giroux’s remarks, I am reminded of something Bradbeer (1998) writes
related to the practical interest in curriculum:

The teacher’s duty, with respect to the student, however, is not to facilitate

curriculum, nor to sweeten, nor merely make the curriculum interesting, but to

make it possible, to make it speak to life as it is perceived in our times...The

possible curriculum, which stands against the opaque and the exhausting, is

the teacher’s ‘sacred’ duty. (Bradbeer, 1998, p. 129)

If nowhere else, the social studies is the place for the possible curriculum.
Social studies teachers who forever seek to make the knowledge relevant to our times,
must take it as a sacred duty to illuminate the curriculum. Thus, the practical interest
speaks to the “right” thing to do. How can we judge what is right as teachers, and
how can we expect our students to do the same if we do not frame the learning in our
present situation? In this way, I see Giroux’s point about our need to problematize
historical knowledge. The moral judgment comes from our interaction with
knowledge in our own contexts. In this way, we teach the possible curriculum in that
we do not know what it is going to be (entirely) until we bring together the students,
the material and ourselves (as teachers). It is through the interaction of these elements
that the possible curriculum is co-constructed. How does this view of curriculum
shape the experience of civic education for students?
An Education of Paradox

Returning to the conversation, Quigley has been contemplating the dual roles

of learning history as well as how to participate in a democracy in civic education.
Quigley: I, too, do not think we have to forsake one for the other. Knowledge of

history is important, as is development of the skills and dispositions Professor

Patrick mentioned. “Our task should be to develop the student's capacity to

participate competently and responsibly. This includes fostering among our

students a reasoned commitment to the fundamental values and principles of
American constitutional democracy. Thus prepared, they should have the
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capacity and the inclination to work together to preserve our democratic
heritage and narrow the gap between our ideals and reality.” (Quigley, 1999,
no pagination)

Donna: I see that there is still an essential conflict surrounding what needs to be
emphasized in social studies and civic education. How would a civic
education course be designed to bring about in students “the capacity and
inclination to work together to preserve our democratic heritage?” And tying
back to my initial research interest, what would the experience of the students
be like in such a course?

Patrick: I can speak to the notion of how civic education can be designed. As I, and
others in my field, see it, the four essential components of a common
education for citizenship in democracy should include: (1) knowledge of
citizenship and government in a democracy, (2) intellectual skills of
citizenship in a democracy, (3) participatory skills of citizenship in a
democracy, and (4) dispositions of citizenship in a democracy.

Quigley: I like your model, Dr. Patrick, and for emphasis, I add, “Aristotle said that
‘If liberty and equality, as is thought by some, are chiefly to be found in a
democracy, they will be attained when all persons alike share in the
government to the utmost.” I think this statement conveys an important
thought, but I would like to take the "liberty" of adding something to it. What
is missing from Aristotle's statement is the idea that participation alone is not
enough. We need to develop enlightened participation and the best way to do
that is through civic education.” (Quigley, 1999, no pagination)

Patrick: Donna, you have been witness to quite a discussion of civic education. No
doubt our varying views and ideas leave you with more questions than
answers.

Donna: Yes! And as I get close to conducting my own research on the experiences of
students in civic education, I am sure more questions will emerge. But this
dialogue has given me many entry points for uncovering what it might mean
for students to experience civic education. I cannot help but mention the
underlying tension, however, between the need for an education that allows
for a continuation of democracy while at the same time works toward change.

Patrick: You have identified an essential paradox in civic education. “Civic education
in an authentic constitutional representative democracy has the paradoxical
mission of sustaining a particular kind of political order and, at the same time,
promoting free and independent choices by autonomous citizens.” (2003, p.
29)

Donna: I think of something Thomas Jefferson once said, “If a nation expects to be
ignorant and free, it expects what never was and never will be” (as cited in
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Neal & Martin, 2000, p. 1). Itis easy to agree with this notion
wholeheartedly. How we must set about educating our children and
prospective citizens, however, is open for debate. It is my contention that the
social studies classroom is the place where civic education must come to life
for the students if we are going to maintain our democratic system of
government. I will continue to explore how to balance the paradox between
order and freedom within civic education.

The Paradox of Civic Education

The tension between order and freedom is ever present in education, in the
individual teacher’s classroom as well as in politics and democracy. As Martin
Luther King Jr. writes in his Letter from Birmingham City Jail, “1 must confess that I
am not afraid of the word tension. I have earnestly worked and preached against
violent tension, but there is a type of constructive tension that is necessary for
growth” (2003, p. 166). The rival political parties base their platforms on how to
mediate this tension. The Patriot Act, for example, illustrates a move down the
continuum forsaking some liberties such as privacy for order and safety in the post
9/11 era.

Civic education also can be viewed in light of this tension. At the root of the
disagreements between conservatives and critical theorists is the ultimate purpose of
civic education. Should it be an education that teaches students to be obedient, lawful
citizens, or one that teaches them to be critical citizens who fight to keep the
governmental infringement on our liberty in check? To pursue these and other
questions of civic education further, as well as to frame the multiple views and
perspectives on the goals and purposes of civic education, I turn to the Preamble of

the U.S. Constitution as a framework for exploring the possibilities and paradoxes of

civic education.
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We the People...

It is no accident that the first three words of the preamble are “we the people.”
The founding fathers substituted these words for “we the states” so that they could
emphasize the importance of the role each individual must play in a democracy. Thus,
I ask, what do these three words imply about the role civic education must fulfill? In
Democracy in America, De Tocqueville asks, “How does it happen that everyone
takes as zealous an interest in the affairs of his township, his county, and the whole
state as if they were his own? It is because everyone, in his sphere, takes an active
part in the government of society” (2003, p. 79). De Tocqueville is getting at the
essence of what he believed it meant to be an American citizen in the 1800’s. How
can civic education today inspire this type of active involvement and empathy in
students for their local and state societies? This type of disposition seems to call for
the development of a sense of ownership and identification with one’s country and
citizenship within the local, state and national levels. De Tocqueville further states,
“As the American participates in all that is done in his country, he thinks himself
obliged to defend whatever may be censured in it; for it is not only his country that is
then attacked, it is himself” (p. 79). What would a civic education that inspired in
students such ardent fervor towards their country and government look like?

When students read or hear the words, “We the people” do they picture
themselves? Do they think of themselves as part of the group of people on whom the
future of American democracy relies? What type of civic education would propel
students to this point of inclusion? As mentioned previously, I begin each year with a

simulation of the journey of the Mayflower. My goal is to teach students about the
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social compact and the idea of consent of the governed by allowing them to create
their own class compact modeled after the Mayflower compact. How does this type of
experiential learning lead students to an identification with themselves and each other
as “We the people?” Is the experience of citizenship in the classroom itself necessary
for students to learn fully what it means to be a citizen outside of the classroom?

As shown previously, policy-makers, educators and citizens all have different
and often competing notions of what civic education is and what its ultimate purpose
should be. As almost all U.S. citizens and residents would agree, democracy is
desirable. Therefore, teaching for democracy, or civic education in a democracy is a
desirable endeavor. What is little agreed upon is civic education’s ultimate purpose.
Westheimer and Kahne (2004) frame the disagreement by entitling their article,
“’What Kind of Citizen?’ to call attention to the spectrum of ideas about what good
citizenship is and what good citizens do that are embodied by democratic education
programs nationwide” (p. 237).

Good character = good citizens. Westheimer and Kahne (2004) describe three
different types of citizens and call into question the type of citizen toward which civic
education should be directed. The “Personally Responsible” citizen is the product of
the most prevalent kind of civic education. These citizens are taught to act
responsibly within their community, obey laws, and volunteer when needed.
Proponents of a civic education that promotes this type of citizenship assume, “To
solve social problems and improve society, citizens must have good character; they
must be honest, responsible, and law-abiding members of the community”

(Westheimer & Kahne, 2004, p. 240). But is this the kind of citizen emancipatory
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civic education seeks to create?

Criticizing programs such as “Character Counts!” for falling short of providing
students with real civic education, Westheimer and Kahne (2004) state, “Visions of
obedience and patriotism that are often and increasingly associated with this agenda
can be at odds with democratic goals. ...Fostering honesty, good-neighborliness, and
so on—are not inherently about democracy” (p. 244). This stance raises the question
of whether character education is an essential aspect of civic education. Can students
experience civic education without an emphasis on virtues? Furthermore, whose
virtues should be emphasized?

Participation. The second kind of citizen Westheimer and Kahne (2004) term
the “Participatory Citizen.” Civic education geared towards this type of citizen seeks
to educate persons who are active members of community organizations and who
know how government agencies work. Civic education in this light is based on the
assumption that “To solve social problems and improve society, citizens must
actively participate and take leadership positions within established systems and
community structures” (Westheimer & Kahne, 2004, p. 240).

I think of this type of citizen and ask if participation and leadership in an
existing democratic system is enough. Many popular civic education programs
emphasize this view of civic education, including “We the People” curriculum in
which students participate in a simulated congressional hearing. What if the teacher
does not raise the question as to why the problem exists to begin with? Are citizens
who participate actively the ultimate goal of civic education?

Challenging the system. The third type of citizen entertained by Westheimer
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and Kahne (2004) is the “Justice-oriented Citizen.” This citizen critically assesses
political, economic and social issues and structures to see beyond the effects in search
of causes. Teachers in civic education for the justice-oriented citizen assume, “To
solve social problems and improve society, citizens must question, debate, and
change established systems and structures that reproduce patterns of injustice over
time” (Westheimer & Kahne, 2004, p. 240). In light of the justice-oriented citizen, is
the school enough for creating such a citizen? Are schools the ultimate place where
this education can exist?

In all three of these models, the third of which Westheimer and Kahne argue
should be the purpose of civic education, the outcome is that students will want to
solve social problems and improve society. How does this notion get established to
begin with? Do students, by mere virtue of being in a civic education classroom come
to understand their role as citizen as one who seeks to improve society? Do students
feel an immediate sense of “we the people?” Does one purpose of civic education
over another instill in students the drive to do this more than another? Is it ideal or
even possible to create social-justice oriented citizens, or do societies need a mix of
the three types of citizens described?

In Order to Form a More Perfect Union...

The beginning of the Mayflower Compact states that the Pilgrims came
together so as to “...covenant and combine [themselves] together into a civil Body
Politick, for...better Ordering and Preservation” (Mayflower Compact, 1620, as

posted on www.law.ou.edu/hist/mayflow.htm). In a similar way, teachers of civic

education facilitate a space for their students to come together in full membership of a
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learning community. Thus, to allow for letting learn and the co-creation of
curriculum, the teacher’s role must be redefined. Teachers must be facilitators of
space: space for students to hear and think, space for them to think and then speak,
space for them to speak and then listen.

A coming together. 1 think about the physical space between myself and the
students, and the physical space that exists between each of them. All of the space is
confined within four walls. What is this space, this classroom space? What makes the
actual classroom space sacred, a more perfect union? What is it about the room that
allows for the other kinds of space students and teacher co-create there? We find the
Old English root of the word "room" to be cofa, ancestor of the word cove, a variant
of coven or covenant. Covenant comes from the 13" century Old French meaning
"agreement" or the Latin convenire; “Come together”
(http://www.geocities.com/etymonline/).

The room itself is an invitation for students to take part in a gathering. By
virtue of entering the sacred physical space, students and teacher make an agreement,
just as the Pilgrims did in 1620. They make a covenant that they will /et learn
together. Indeed, just as a covenant was used to describe a meeting of witches,
students and teacher together in the classroom form a whole whose powers converge
to co-create new meanings. Thus, perhaps civic education calls for the creation of
sacred space or the continual co-creation of a more perfect union. The students and
teacher are coven together. Perhaps students of civic education can take this

experience into their lives outside of the classroom and feel coven to their country.
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E pluribus unum. The idea of creating citizens who strive towards a “more
perfect union” is reinforced by Parker (2003) who contrasts citizenship with idiocy.
Deriving from the ancient Greek, idiocy has its roots in “idios, which means private,
separate, self-centered—selfish” (p. 2). Parker (2003) contrasts the self-centered idiot
with the publicly aware citizen and frames the challenge of democracy thus:

We are free so that we can create a community life so that, in turn, we can be

free. ...Idiots are idiotic precisely because they are indifferent to the

conditions and contexts of their own freedom. They fail to grasp the

interdependence of liberty and community. (p. 4)

I marvel at the implications such a theory has for civic education. What would
an education look like that drew students’ attention to the conditions of their own
freedom? In many respects, this theory seems contradictory to the entire structure of
schooling. While trying to reinforce the notion of community and a common
citizenship, students are learning in an environment that is highly competitive and
rewards individual achievement. How do teachers of civic education mediate these
tensions if they strive to overcome idiocy in favor of citizenship?

Creating citizens. Parker (2003) asserts that to lead a non-idiotic life, one
must be connected and engaged fully with the community and the common good. He
frames the challenge of mediating the tension between individual liberties and public
life:

It is citizens who walk the paths to the public squares and, by walking them,

create them. There, struggling to absorb as well as express, to listen as well as

to be heard, they strive to communicate across their differences, recognizing
them and joining them with deliberation. This is how publics come to be.

Citizens, then, balance the need to enjoy private liberties with the obligation to

create a public realm, specifically to create policy decisions about how we
will be with one another and what problems we will solve together and how.

(p- 11)
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Mediating the relationship between private freedoms and public concerns is at the
heart of civic education, according to Parker (2003). How do students experience
civic education taught through this tension? I am reminded of the experience of
creating the class compact. In striving to “form a more perfect union” in the
classroom, many students experience the tension between their own rights and
freedoms and the common good. One former student comments:
It was cool because we got to have a say in what rights we wanted, like
chewing gum, picking our own seats, and a review day before tests and it was
like a real democracy. Even though we didn’t all get what we wanted, since
we voted on it and all signed it, it was what was best for the whole class. The
common good is to learn and get good grades so the class compact should do
that. (Simmi)

Is the forming of a “more perfect union” a pipe dream, an unattainable ideal, or
a goal towards which all civic education must strive? Darling-Hammond (1998)
states, “If equality, humanity, and freedom are the promise of democracy, then
education is the promise-keeper. ...It provides a vehicle for all citizens, regardless of
wealth or circumstance of birth, to secure their inalienable rights to life, liberty, and
the pursuit of happiness” (in Ayers & Miller, 1998, p. 79). What does a civic
education look like that provides this vehicle?

In seeking to form a “more perfect union” in the classroom and out in society,
teachers of civic education have enormous responsibility in shaping the experiences
of their students. As Maxine Greene (1984) states, “Freedom is made possible only
when people come together with some common notion of personal integrity...in a life
consciously lived in common” (p. 5). Thus the teacher and students, the coven, must

combine together for this purpose and develop this notion of personal integrity

towards a life lived socially.
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Establish Justice...

How can civic education establish justice? Promoting justice could begin at the
school level in the classroom. As Greene states:

Now and then, we can find a school committed enough to transform its

neighborhood to speak explicitly about social justice. ...That means, of course,

to learn to reflect on experience in the culture and the social world, to discover

how much of the stuff of actually lived experience has been shaped by an

oppressor somewhere —a landlord, an inspector, a principal, a physician—and

how much has been freely chosen by the individual empowered to create her- or

himself as she or he lives a life. (Introduction in Ayers et al., 1998, p. x1)
What are the situations teachers for civic education can create for students to allow
for the recognition of their experiences shaped by an oppressor? Is this not the
emancipatory citizenship education for which Giroux (1980) calls? Civic education
that seeks to promote justice calls for emancipatory citizenship education, for how
can a teacher fully teach purposes of government in ways that allow students to
transform, without calling into question the nature of justice itself?

Sacred rights. 1 am drawn to examples of Americans who have fought to
promote justice. In 1873 Susan B. Anthony was sued for refusing to pay a fine for
voting illegally. Her vote was illegal because she was female. Before pronouncing her
sentence, the judge permitted her to speak on her own behalf. She states:

I am not arguing the question, but simply stating the reasons why sentence can

not, in justice, be pronounced against me. Your denial of my citizen’s right to

vote is the denial of my right of consent of one of the governed, the denial of
my right of representation as one of the taxed, the denial of my right to a trial by

a jury of my peers as an offender against the law, therefore, the denial of my

sacred rights to life, liberty, property... (2003, p. 159)

In light of Anthony’s testimony, promoting justice is viewed as the pursuit of full

citizenship and the natural, civil, and political rights that come with it. Civic

education in this vein calls for, as Greene states in the previous quote, a process “to
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discover how much of the stuff of actually lived experience has been shaped by an
oppressor somewhere.” What sacred rights are important for students to recognize?
How can civic education be structured so that students examine and learn how to fight
for their own sacred rights?

Recognizing the oppressor. Kseniya, a former student, had an opportunity to
recognize an oppressor while in conversation with her English teacher. In reflecting
on why she sometimes says the Pledge and other times not, she states:

Kseniya: Well, just sitting down and not talking shows respect so why do you
have to stand up? What if you are not an American citizen and you don’t go
under those words? ...So you can just sit there and not talk. You don’t have
to stand up. Our English teacher asked us last week if we stood to say the
Pledge and only half of us said we did. He said “Good” because we shouldn’t
be forced to stand if we don’t want to and he told us that we should not be sent
to the office if we don’t want to because we should be able to express our

opinions. Then he said we should go to the office and report the teacher.

Donna: How did you come to understand that you didn’t have to say the
Pledge or that you had a choice?

Kseniya: “Students Rights and Responsibilities Handbook.” And in social
studies class. I don’t know if I believe in God yet, but I am still really open-
minded and I don’t get offended with the God part...but I can understand how
other people would.
This instance of civic education was not bound by the time and place of a social
studies classroom. Kseniya recognized the place where her understanding began, but
the true experience of realizing her rights transcended the social studies class. If she
were to take her learning further and apply civic education for the promotion of
justice perhaps she would mount a campaign to inform other students of their rights

and the violations many students suffer without realizing it. Thus, civic education in

the social studies classroom represents a starting point.
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Westheimer and Kahne (2004), however, would take this scenario one step
further and problematize it. It is not enough that the student recognizes limits on
individual freedoms. Rather, students need to seek out the root causes of injustice and
social issues, according to their social-justice model for civic education.

Ensure Domestic Tranquility...

Thoreau asks, “How does it become a man to behave toward this American
government to-day?” (1849/1999, p. 268). He led by example of what it means to
question the authority of one’s government when he refused to pay a poll tax and
consequently spent a night in jail. Civil disobedience seems to fly in the face of
ensuring domestic tranquility in that it is by its very nature, disobedience of law
which can very quickly lead to a breakdown in order. Yet, as Thoreau argues, it is this
exact kind of behavior that is essential in perpetuating American democracy.

How does an education for freedom prepare students to behave in a way as to
ensure that order will prevail? In that one of the main purposes of any government is
to maintain order, what should civic education do to promote this aspect of
democracy? Perhaps because of the prevalence of educational practices that restrict
freedoms and posit the need for order over the free expression of personal liberties,
this aspect of democracy is most protected and therefore needs to be challenged as
opposed to instilled in students of civic education. Thoreau (1849/1999) further
notes:

The authority of government, even such as I am willing to submit to... is still
an impure one: to be strictly just. It must have the consent of the governed. It
can have no pure right over my person and property but what I concede to it.

The progress from an absolute to a limited monarchy, from a limited monarchy
to a democracy, is a progress toward a true respect for the individual. (p. 287)
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Taken this way, civic education can be viewed as an education of progress
“toward a true respect for the individual.” Thus as students learn within a current
system of bells, rules, regulations, and restrictions, civic education with respect to
ensuring domestic tranquility may take the shape of civil disobedience. I think back to
my student who sat down during the Pledge of Allegiance and wonder if when he
enters society with the full rights of a citizen what his sense of ensuring domestic
tranquility will be. Perhaps he will have the sense that to challenge the system is the
best way to allow it to continue.

Provide for the Common Defense...

Providing for the common defense is the other aspect of purposes of
government in place to establish order. As fundamental to government as providing a
common defense is, recent events such as the war in Iraq, terror attacks, and the U.S.
involvement in other foreign affairs calls into question the nature of defense in a
democracy. What shape does civic education take in light of these events? How is
civic education different in a time of terror or war than in times of peace? What is the
place of war in a country that honors peace?

An international wrong. The tension between order and freedom is no stronger
than during times of war. I am drawn to an excerpt from a poem by Auden entitled
September 1, 1939:

Accurate scholarship can

Unearth the whole offence

From Luther until now

That has driven a culture mad,

Find what occurred at Linz,

What huge imago made

A psychopathic god:
I and the public know
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What all the schoolchildren learn,

Those to whom evil is done

Do evil in return...

Into this neutral air

Where blind skyscrapers use

Their full height to proclaim

The strength of Collective Man.

Each language pours its vain

Competitive excuse:

But who can live for long

In an euphoric dream;

Out of the mirror they stare,

Imperialism’s face

And the international wrong.

(pp. 433-434)
These stanzas seem to raise the question of the role of America in international
affairs. “What all the schoolchildren learn, those to whom evil is done do evil in
return.” What is the moral obligation of civic education teachers with respect to
teaching students about our country’s national defense policies? The second stanza
speaks to a critical stance that one can take toward capitalism and American
democracy. This poem, first written as a reflection on the Nazi occupation of
Germany, is even more pertinent to us in post 9/11 America.

A true patriot. At a time in our history when patriotism is encouraged as a
way to show support for the troops abroad, a critical pedagogy in civic education is
not always looked upon favorably. But is true civic education the simple transmission
of American democratic culture and values, or is it the critical examination of these
values even at the risk of “unpatriotism?” In mediating the tension between order and
freedom, what role do protest, petition, free speech and assembly have in the civic

education classroom? Is civic education in the time of terror different from civic

education at other times?
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I turn to Frederick Douglass’ 1847 address in Syracuse, New York, If I Had a
Country, I Should Be a Patriot. In it he states:

How can I love a country where the blood of my own blood, the flesh of my

own flesh, is now toiling under the lash? ... So long as my voice can be heard

on this or the other side of the Atlantic, I will hold up America to the lightning
scorn of moral indignation. In doing this, I shall feel myself discharging the
duty of a true patriot; for he is a lover of his country who rebukes and does not

excuse its sins. (2003, p. 203)

Douglass asserts that a true patriot is one who is critical of his country and “does not
excuse its sins.”

Civic education in war, terror and peace. Finally, returning the Westheimer
and Kahne’s (2004) model of three types of civic education, it would appear that the
first kind of citizen, one who is personally responsible, would be ideal in a time of
war. This citizen would buy war bonds, and donate time and supplies for the war
effort. Similarly, the participatory citizen would benefit society by enlisting in the
armed forces. The social-justice citizen would seek out solutions to inequalities
within the armed forces ranks, protest the war, and petition the government for
foreign policy changes to promote peace.

Is it possible that civic education changes depending on the state of the
country? If the country were composed of only social-justice seeking citizens, would
the government be able to defend itself adequately at home and abroad? War brings to
light the conflict between the different intentions of civic education and their ultimate
role in society. Do teachers of civic education have a moral responsibility to teach for
a certain type of citizenship during times of war? Furthermore, how do students

experience their civic education and citizenship during times of war, terror, and

peace? Might not the teaching of moral responsibility keep us on the path to peace?
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Promote the General Welfare...

The teacher who creates the world of curriculum, situating its phenomenon in

space and time, in the politics of discourse, shaping its sense and its reference,

is more closely bound to convention than the writer because she invites other
people’s children to actually spend their days within the pages of her book...
the teacher is more legally and historically bound to an intricate history of

conventions. (Grumet, 1999, p. 240)

The obligation of civic education. As teachers we are more confined to
convention because of our “obligation” to students. But what is this obligation and
who defines it? From Grumet’s (1999) perspective, it is clear that the traditional
obligation assumed here is that of a technical orientation. In other words, the accepted
and expected obligation of teachers, with regard to their students, is to deliver the
linear model of instruction, to follow the “guide” and to make sure the standards are
met. It implies that to deviate from this model would be considered doing a disservice
to our children, not promoting their welfare. Emancipatory civic education would not
have a place here. Grumet (1999) uses the phrase that teachers “invite other people’s
children to actually spend their days within the pages of her book.” Indeed, what an
enormous responsibility we take on when we invite other people’s children to learn
from us.

We are tied to conventions such as standardized assessments and objectives
because that is what our society values. Moreover, as Grumet (1999) implies, parents
trust that in our care, within the pages of our books, their children will learn the skills,
the techne necessary to measure up to these standards (Grundy, 1987). Do they also
assume that the teacher of civic education will teach their children how to be a

“successful” citizen? It is as if despite our best efforts and purest intentions, the

technical model keeps teachers tied to conventions. Are we short-changing our
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students if we do not “teach to the test,” help them “meet standards” to pass the high-
stakes tests, or to be obedient students and citizens?

With regard to civic education, what sense do students get of their own
welfare when they are in teaching with each other in civic education? When students
are pushed to question norms, name their oppressors and take critical stances towards
our country’s history, how does this shape their sense of their own welfare as a
student in civic education or as a citizen outside of the classroom?

Citizenship as public achievement. Civic apathy is one of the most
detrimental obstacles to democracy. Civic education researchers such as Putnam
(2000), and Neal and Martin (2000) have documented and bemoaned this apathy.
Boyte’s (2000) study of the Public Achievement approach to civic education strives
to counterbalance this trend toward civically unengaged youth. In a framework
similar to that of Westheimer and Kahne’s (2004), Boyte (2000) frames three
different concepts of citizenship and civic education, including:

1.) the idea of citizen as a voter, associated with political theory, embodied in

civic education approaches like civics;

2.) the idea of citizen as volunteer, associated with communitarian theory and

the modern service learning movement; and

3.) the concept of the citizen as civic producer or co-creator of a common

world, what the Center for Democracy and Citizenship terms the public
work or commonwealth framework. (p. 65)
It is this third model of civic education and citizenship that can be attributed to the
civil rights movement. Civic education from this stance would, indeed, put students in
a place to contemplate the general welfare and work toward its betterment.

The challenges of such a civic education, however, are many. As Boyte

(2000) notes:
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These are powerful tools for civic education and citizenship. But they also go
against the normal structures and practices of a highly commercial and
technicized society. Few spaces or experiences exist that prepare people to
think about the “why” of their efforts. (pp. 68-69)
Indeed, I am reminded of Anton’s reflection of participating in a democratic process
in the authoritarian setting of the school. How can schools and classrooms be
restructured to allow students to think about and experience the “why” of their civic
efforts? If students are not afforded these opportunities, can they still participate in
civic education that would allow them to act as co-creators in society? Gutman (1999)
frames this essential conflict by stating the need to, “investigate the extent to which
schools that are more internally democratic support the development of more
democratic values among students” (p. 88). Because, as she notes, there are very few
schools with democratic structures; this type of comparison is a challenge. Instead,
we are left with a majority of schools teaching a discipline and order orientation, and
as such I ask, is the authoritarian structure of the school fundamentally necessary for
education in a democracy?
Secure the Blessings of Liberty...

On the other side of order, in the paradox of civic education, is the need for
freedom or liberty. An essential purpose of a democratic government is to protect the
rights and freedom of its people. What is the role of freedom in civic education? How
does liberty in and out of the classroom shape the experience of civic education for
students? Judge Learned Hand’s 1944 address at the “I am an American” festival in
New York might set the stage for an exploration of the spirit of liberty. He states:

The spirit of liberty is the spirit which is not too sure that it is right; the spirit of

liberty is the spirit which seeks to understand the minds of other men and
women; the spirit of liberty is the spirit which weighs their interests alongside
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its own without bias; the spirit of liberty remembers not even a sparrow falls to
earth unheeded. (2003, p. 220)

Civic education taught in the spirit of liberty is an education that is “not too sure if it
is right” and one that seeks to understand the minds of others. What a profound
pedagogical creed. In this vein, students participate in a curriculum in which they
weigh individual rights and the common good. Civic education takes on the form of
social justice as students are reminded that “not even a sparrow falls to earth
unheeded.” I am reminded of Dewey’s (1897/2004) Pedagogical Creed in which he
states:

I believe that the individual who is to be educated is a social individual and that

society is an organic union of individuals. If we eliminate the social factor from

the child we are left only with an abstraction; if we eliminate the individual
factor from society, we are left only with an inert and lifeless mass. (Found on
http://www.infed.org/archives/e-texts/e-dew-pc.htm)

What are other implications for freedom in civic education? Can students be
taught to be lovers of freedom? Is that civic education? In his 1940 essay “Freedom,”
E.B. White states, “I resent the patronizing air of persons who find in my plain belief
in freedom a sign of immaturity. If it is boyish to believe that a human being should
live free, then I’ll gladly arrest my development and let the rest of the world grow up”
(2003, p. 206). Perhaps civic education in this vein is a return to the innocent belief
that “a human being should live free.” If an education resting on this belief is civic
education, what implications does this have for pedagogy? How do students
experience civic education as education for freedom?

To Ourselves and Our Posterity...

As a parent and teacher, (one has) to leave the ego and fix on the something
that goes on after you. (Murray, as cited in Bradbeer, 1998, p. 83)
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The founding fathers who wrote the U.S. Constitution were very much aware
of the need for structures, organizations, policies, and practices that would allow
democracy to continue and flourish, even long after they were gone. In this vein, they
spoke of the need for an education that would support democracy as an ongoing ideal
as well as an ever changing, living and breathing system of government.

Fixing on what goes on after you is like leaving your legacy. For teachers in
civic education the need to focus on posterity is even more urgent as they are called to
further the cause of democracy. This calls for a release of ego, which enables teachers
to give themselves fully to their students. Perhaps part of the problem in giving
yourself fully to your students comes from not being able to release the ego.

Civic education releases ego. 1 have been tossing around the idea of what it is
like to let go of ego in the classroom. I remember feeling it very briefly at the end of
my student teaching experience. I remember getting to the end of the semester, a
week away from saying my goodbyes and returning to the life of a full time student
before graduating and teaching full time. I stood in front of my class as if I were for
the very first time. I saw Dorian, Aricelli, Natasha, and all the others for who they
were and not as they existed in relation to my own existence. I remember thinking
how much time I wasted thinking about myself, my clothes, my voice, my lesson
plan, my evaluation, my classroom management. I realized that in my preoccupation
with my own performance, I had missed valuable opportunities to really know my
students. And now, it was almost too late. I only had a week left! Why had it taken

so long?
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At the time, I did not dwell on this. It was my very first experience in the
classroom. I was teaching in the Bronx and I was happy that all of my expectations
of what it was like to be a social studies teacher had been met. But I distinctly
remember leaving with a feeling that I have since coined the “Schindler’s List” effect:
that I could have done more. I could have thought less about my own insecurities and
known my students that much better, taught them that much more, and therefore
furthered their civic education and the cause of democracy that much more. Such
wasted time!

As my teaching career progressed, I had other glimpses of this recognition at
different times. I remember feeling like there had to be a point in one’s career when
one spends more time thinking and caring for the children than for oneself, a giving
over, if you will, to the teaching moments. My seventh year teaching was the first
time that this giving over was more dominant than my preoccupation with my ego. It
is a scary thing to contemplate, the release of one’s ego in the face of 30 or more
children. They have so much power. I think that is why teachers are so used to
establishing the power for themselves. Perhaps an essential element of civic
education is an examination of this power structure. If students witness and
experience their teachers giving over their power, their sense of civic education and
democratic ideals may be strengthened through this experiential process. Perhaps
students will see that power is tenuous and capable of being challenged.

This giving over is, indeed, very difficult for teachers, because by nature, it is
the students who hold the power. In my seventh year of teaching, when the children

left at the end of the year, I was more devastated than I could ever have imagined.
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For when I gave myself to my students and they left, they took a part of me with
them. But they were never mine to begin with. There is the ego again. As Murray
(1998) states above, I recognize that they had to go on after me. This kind of
pedagogy is heart wrenching, painful, beautiful, fulfilling and alive. But perhaps
civic education is just this, and thus, the teacher of civic education must be a teacher
who fixes on that which goes on after oneself.

Civic education sees things as they could be otherwise. In Releasing the
Imagination, Maxine Greene states:

Our ‘fundamental anxiety’...is that we will pass through the world and leave no

mark; that anxiety is what induces us to devise projects for ourselves, to live

among our fellow beings and reach out to them, to interpret life from our

situated standpoints, to try—over and over again—to begin. ...Seeing things

close up and large...here is the possibility of looking at things as if they could

be otherwise. (as cited in Ayers & Miller, 1998, p. 93)
Greene’s call for looking at things large can be applied to civic education. Perhaps
civic education is an experience of doing just that. It is through this quest to examine
life “over and over again” from different standpoints that helps students find
themselves in the world. Greene’s stance also asserts that to do this puts us in a
situation to examine situations “as if they could be otherwise.” This approach to civic
education connects to the founding of our democracy “to ourselves and our
posterity.”

Greene also speaks of a reaching out to our fellow human beings as a way to
alleviate a “fundamental anxiety.” Perhaps this basic human experience is what
situates civic education. Thus civic education takes the form of co-creating situations

for students and teachers in which they have opportunities to reach out to each other,

situate themselves firmly in society, be it in the classroom, the school or in the larger
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community, so as to feel more fully alive and connected to future generations. As
Goldberg (1993) asserts, to be fully alive one must be grounded in society. Thus,
civic education could be viewed and experienced as a pedagogy of life.

Civic education deliberates. In contemplating an education as something that
goes on after us, and one that imagines things as they could be otherwise, I am drawn
to Gutman’s (1999) notion of democracy education. Gutman (1999) states,
“Democracy Education argues that a necessary condition of an adequate civic
education is to cultivate the skills and virtues of deliberative citizenship” (p. xiii). In a
similar vein, Parker (2003) puts forth the idea that civic education must include the
skill of deliberation, which he differentiates from discussion. He compares the two by
stating that in discussion the goal is to reach a greater understanding of a powerful
text and asks questions such as “what does this mean?” Deliberation, on the other
hand, asks “What should we do?”” and seeks as its goal to reach a decision about what
“we” should do about a shared public problem.

What does it mean to deliberate and how would deliberation shape civic
educational experiences? To deliberate comes from the Latin “de —entirely +
librare... to balance, weigh” (Barnhart, 1988, p. 261). Students in this model of civic
education are expected to weigh a situation or issue carefully. Perhaps their solutions
need to achieve balance. Is the purpose of deliberation in civic education to strike a
balance for the good of society? Similarly, when students deliberate do they feel the

“entire weight” of their citizenship?
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A Pedagogy of Light

When they focus on the illumination of the lived experience of teachers,

curriculum workers are concentrating their attention on what is, in actuality,

the operating curriculum in every school. (Leonard, as cited in Pinar, 2000, p.

417)

I take this a step further and suggest that illuminating the lived experience of
the students will allow one to understand the “operating curriculum.” Nonetheless,
the idea of illumination is a way to understand teacher and students’ experiences in
the curriculum.

The Curriculum of Light

Throughout this exploration of civic education there is yet one more theme that
emerges to help get underneath the phenomenon: the theme of light. I began chapter
one with the poem “Fire.” Throughout the chapter, I likened civic education to the
building of a fire, allowing enough space and providing enough fuel and logs for the
fire to build. Civic education in this analogy can be experienced as allowing a fire
“that knows just how it wants to burn (to) find its way.” Civic education, in this vein,
is light.

Illuminating possibilities in civic education. Bradbeer’s (1998) plea for the
possible curriculum which stands in contrast to the “opaque and the exhausting” (p.
129) led me to understand the sacred duty of teachers to illuminate the curriculum. In
this interpretation I imagine curriculum as if lit from behind, its brilliance manifest
for all to see, for miles at a stretch. Can civic education be this illumination of
prospective citizens? Civic education is an experience of a possible curriculum, one
that illuminates possibilities for students as they choose how to be in the classroom

and in society.
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An enlightened experience. Our founding fathers stress the urgency of an
education that would “enlighten” citizens. George Washington in his 1796 farewell
address notes, “It is essential that public opinion should be enlightened” (p. 38).
Similarly, Thomas Jefferson states that if we do not think the people are enlightened
enough to make informed decisions, it is our duty to educate them. The founding
fathers, and others since their time, have thus viewed civic education as necessary for
enlightenment. What did these founders envision for civic education in the context of
enlightenment? What type of society would such an education call for?

A platonic ideal. I am drawn to yet another metaphor that may be used to
understand civic education: Plato’s (380 B.C.E./1992) Allegory of the Cave, from
The Republic. In this allegory, a man spends his life in a cave and only views
shadows as his reality. When someone brings him out of the cave, into the light of the
sun, at first he is blinded and wants to go back in. But he is convinced that to go back
into the cave and live among the shadows is to deny reality and truth, for once one
has known truth, one cannot live among shadows.

It is like this for civic education. If civic education is the light, then once
students are brought out into it, they cannot return to their ignorance. Once
confronted with truth, they are forced to stay out in the light. It may feel safer and
more comfortable in the cave, in the dark, but it is in the light where the truth is
found. In this way, civic education is a path to the light, to the truth. It is a way to
bring students out of the dark and into society as full members. It also can be a way
for them to examine themselves honestly and construct meaning of their own

existence and that of their fellow human beings.
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The light of freedom.

I’ve got the light of freedom

I’'m going to let it shine

I’ve got the light of freedom

I’m going to let it shine

I’ve got the light of freedom

I’'m going to let it shine

Let it shine, let it shine, let it shine.

(Pete Seeger, 2003, p. 222)

Civic education as a pedagogy of freedom is also a pedagogy of light. In
Seeger’s (2003) song, the light of freedom must be let to shine. I explored civic
education with regard to securing blessings of liberties. E. B. White (1940) reminds
us that “a human being should live free” (2003, p. 206). If freedom is taken as light,
as in Seeger’s (2003) song, then humans were born to live in the light, as Plato
extolled in his famous allegory. Thus, civic education can be taken as a cause to help
students find their own light from within and to let it shine. I think of former
president George Bush’s “1000 Points of Light” campaign in which he rewarded
people for magnanimous and heroic acts that benefited society on large and small
scales. Bush encouraged this kind of citizenship. Thus, once again, citizenship is
compared to light.

As I have continued on my journey through civic education, I begin to think
of my purpose as a teacher in civic education to bring out the light in my students.
Perhaps more appropriately, it is the civic educator’s job to allow the students to find
their light themselves. The civic educator can allow students the space, time, logs,

and air, to build their own fires, thus shining their own light in their own way. What

do students experience when they participate in this pedagogy of light?
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Guided by the Light of the Lantern

What is the lived experience of civic education for middle school
students? I have undertaken my journey to understand the essential experience of
civic education. Turning to various sources from our country’s past and present, |
have one more step to take before seeking the future. In Chapter three, I explore the
philosophic framework, hermeneutic phenomenology, through which I conduct my
research into the lives of students. Once again, I find myself in the light. Drawing on
Nietzsche, van Manen brings forward the analogy of the lantern. “Whoever is
searching for the human being must first find the lantern” (Nietzsche, as cited in van

Manen, 2003, p. 4). And thus I continue to seek the light.
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CHAPTER THREE:

EXPLORING CIVIC EDUCATION THROUGH HERMENEUTIC
PHENOMENOLOGY

Seeking a Way to Understand

The goal of civic education is essentially to provide opportunities for
students to experience a way to be in the world, their world, that supports a
democratic society. In our American republican democracy, citizens must make
decisions that serve the interests of the common welfare. The perpetuation and
growth of our society relies on citizens who demonstrate civic virtue, and are
informed, active, and critical.

A preponderance of the research conducted on civic education curriculum
and programs seeks to discover how much civic knowledge students remember from
their social studies courses, how many college students vote, and how active they are
in politics and in their communities after graduation (Niemi & Junn, 1998; Patrick,
2002; Soule, 2001; Turney-Purta, 2002). This information is important and, indeed,
has its place in civic education research. What these studies fail to capture, however,
are the lived experiences of students as they engage in civic education. What do the
daily experiences of students in social studies classrooms have to do with their
experience of civic education? What does it mean to experience civic education? For
are not the classroom experiences of the students an essential determinant of their
future actions?

Understanding Lived Experience
The term “lived experience” may at first seem redundant, indeed even

tautological. For, as Burch (1990) asks, “What might an experience be if it were not
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‘lived’” (p. 132)? He reminds us, however, the term “lived experience” is not derived
from English, and therefore one must understand its German etymological roots to
appreciate how “lived experience” in phenomenology is different from Dewey’s
notion of experience. Derived from the German word, Er-lebnis, lived experienced is
that which “unfolds and endures from life by virtue of life itself” (Burch, 1990, p.
133). To examine lived experience, one seeks the essence of an experience, or as
explained by Burch (1990):

The term suggests that this lived character consists not simply in what is felt

or undergone by sentient beings in the passage of time but of what from this

passing sentience is meaningfully singled out and preserved. (p. 133)
Further, in contrast to other uses of experience in human science research, lived
experience differentiates itself in that the meaning does not lie in the experience itself,
but rather in the reflection upon the experience after it has taken place.
Finding Phenomenology

I found phenomenology, or rather, it found me during a course on
communication in the curriculum. After experimenting with ways to be more present
in my curriculum with my students I realized the potential for a more transformative
pedagogy. The research and writing of Max van Manen spoke to me as the way to
understand my interest in civic education teaching, not only of my pedagogy but also
of the lived experiences of my students. As inextricably tied together the curriculum,
my pedagogy and the students’ experiences are, van Manen was the source of
illumination through which phenomenology was made present to me in my research.

In this study, I seek to explore the “textual reflection on the lived experience and

practical actions of” students in civic education (van Manen, 2003, p. 4). As such, I
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choose to draw on van Manen’s model for hermeneutic phenomenological inquiry, a
methodology that allows me not only to see my phenomenon, but to know it as well.

According to van Manen (2003), phenomenology “describes how one orients
to lived experiences” (p. 4). Hermeneutics, on the other hand, “describes how one
interprets the ‘texts’ of life” (p. 4). Drawing on Nietzsche, van Manen brings forward
the analogy of the lantern. “Whoever is searching for the human being must first find
the lantern” (Nietzsche, as cited in van Manen, 2003, p. 4). In other words, even with
a lamp in broad daylight one cannot find a real human being. Also, the light of the
lantern not only will illuminate the journey as well as that being sought, but also will
serve to cast shadows—thereby drawing attention to the “dark side” of the experience
as well.

Researching in the dark. 1 apply this puzzle to civic education. There is much
more to civic education than what we can “see.” We can see the results of a civic
education when we witness citizens voting, attending town meetings, demonstrating,
recycling, showing tolerance for others, and other civically engaged behaviors.
Indeed, much of civic education research has focused on these areas.

Correlations. Walter C. Parker’s (2003) Teaching Democracy: Unity and
Diversity in Public Life centers around three essential questions: What is citizenship?
What does it mean in a multicultural, diverse society? How can we teach to foster
deliberation and “non-idiotic” education? In his book he draws on statistics about
civic education such as the correlations between citizenship outcomes and years of
formal education. For example, in one chart we find “Knowledge of Principles of

Democracy” with a .38 correlation with the years spent in school, which in turn
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impacts democratic enlightenment. In the same chart we also find a .29 correlation
between the citizenship outcome of participation in difficult political activities and its
dimension of political engagement. He ends his book with examples of his own
pedagogy and suggestions for teachers in promoting deliberation, discussion, unity
and tolerance in their classrooms.

This type of research is important for teachers and curriculum designers as it
has implications for civic education lesson design. As well, it helps to elucidate the
connections between education and civic behavior. What it misses, however, is the
experiences of the actual students in civic education. For example, what are the lived
experiences of students participating in deliberation?

Efficacy. In another example, the Center for Civic Education publishes
research on the effects of their programs on civic engagement and participation by
young adults as measured against assessment tools such as the American Freshman:
National Norms for Fall 1997. This report demonstrates, for example, that an all-time
low of 13.7% of college freshmen claim to discuss politics frequently compared to a
29.9% high in 1968 (Quigley, 1999). This same source also reports the results from
the “National Assessment of Educational Progress (NAEP) Report Card in Civics”
from 1990, showing that only 28% of eighth graders knew that Congress makes laws.
Similarly, 1997 research from the National Constitution Center shows that 90% of
students agree that the Constitution is important to them, but less that 40% of them
can name all three branches of government, and over 50% of them did not know how
many senators we have (Quigley, 1999). Once again, teachers can take from the

research what students at different ages may or may not know about civic education
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and citizenship and make decisions regarding curricular content accordingly. This
research, however, still does not tap the actual experiences of the students being
tested for their knowledge.

Attitudes. A final example is an extensive statistical analysis report entitled
“What Democracy Means to Ninth-Graders: U.S. Results From the International IEA
Civic Education Study” published by the National Center for Education Statistics in
April 2001. This report, through the use of quantitative data reports on U.S. students’
attitudes, achievement rates, knowledge base in and out of school, and involvement in
civic activities and democracy. Through the use of disaggregated data we see such
information as 68.7% of students believed their teachers encourage them to discuss
political or social issues about which people have different opinions, and that more
than 60% of U.S. ninth-graders report spending less than one hour a week on social
studies homework. This report draws conclusions from its extensive data collection,
such as television was the primary source for information gathering by those ninth-
graders who reported this behavior, and girls were more likely to become politically
active than their male-counterparts (p. xix).

These and other studies are important to the field of civic education because
they raise awareness of the need for a different type of teaching and learning.
Education policy-makers may be able to use this information to justify budget,
curriculum and scheduling decisions, but what are the implications of such a policy?
On what philosophical base are the decisions made? What are the consequences for
teachers? Finally, what data can teachers use that will inform their pedagogy and

transform their teaching, curriculum, and students?



114

Van Manen—Switching on the Light

As van Manen (2003) asserts, “Much of educational research tends to
pulverize life into minute abstracted fragments and particles that are little use to
practitioners” (p. 7). In other words, I as a teacher may read a study to learn how
many students show tolerance toward people with views different from their own, or
how many college students vote in state and national elections. What does this
information tell me, though, about how these individuals experience their citizenship?
What have the people participating in this study experienced in civic education? What
about their lifeworlds is addressed in the statistics reported by such studies? And how
can [ use this information to inform my pedagogy? As Smith states, “The most
remarkable thing about contemporary North American teacher education may be that
in the name of concern for children, we have banished children...under a dense cover
of rationalistic, abstract discourses about cognition, development, achievement, etc”
(as cited in Pinar et al., 2000, p. 432).

Illuminating the self in research. There is no doubt a place and use for the
above-mentioned research. In a republican democracy such as America, learning how
many young people vote and what programs may influence their future behaviors is
important, but it is not the full picture. One needs to ponder the question of what it
means to be in civic education. This is the job of the phenomenologist. As van Manen
(2003) states, “Phenomenology is a philosophy of the personal, the individual” (p. 7).
From here, one may come to understand how one’s being-in-the-world is shaped by
one’s experience in civic education. I am reminded of a poem that names this well. In

Remember Your Essence, Williams (1994) states:
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Remember that your essence is experienced by you as a feeling.

The trap is this: wanting to know who you are which means you want to be
able to say some words, think a thought, cling to a description.

The question comes: how can I find out what my essence is?

There is nothing to find out.

Remember it. Experience it. Feel the feeling of it. (p. 10)

This study seeks to capture the lived experiences of students in civic education in
order to find out the essence of such an experience to inform pedagogy and
curriculum. In doing so, I ask students to remember, experience and feel civic
education. I choose phenomenology because of the opportunity it affords me to do
that. This is also a pedagogically appropriate methodology because it helps the
researcher understand the phenomenon of education, “by maintaining a view of
pedagogy as an expression of the whole” (van Manen, 2003, p. 7).

Illuminating the student in research. Perhaps an account of a student from a
previous class experience in civic education can serve to illustrate the “expression of
the whole” that phenomenology brings. Below, Robbie, a former student, reflects on
his participation in a simulated congressional hearing:

This experience was so much different than any other social studies project or

experience ever. This isn’t your ordinary go buy a poster board project. This is

a long lasting project with a group of people to work together on one topic to

get your best understanding of it. Then to present it in front of people like the

mayor of Rockville and the head of the Board of Education etc. That was the

most exciting part of all to meet those kinds of people. I have changed as a

result of this project. I think it has made me a bit more mature. This made me

a better worker in groups. Also to learn how to share ideas with five other

people. I will take this experience with me forever. I will be a better group

worker in high school when I am working with people two years older than
me and I have to be mature. This helps to be a better presenter in front of the
class or judges. (Robbie)

Robbie’s learning clearly transcended the typical social studies lesson and combined

his being with his doing. Thus, a teacher attuned and open to the possible curriculum
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through a pedagogically sensitive research methodology is also open to the
transformation of the lives of students and teachers.

In that the ultimate goal of human science research is for educators to “act
tactfully in pedagogic situations on the basis of carefully edified thoughtfulness” (van
Manen, 2003, p. 8), it is imperative that the researcher understands the philosophical
grounding for this approach. I turn to van Manen as the lantern to illuminate my
journey in hermeneutic phenomenology. I draw on his writings of human science
research to help illuminate my path and shed light on the phenomenon. Just as a
lantern illuminates, however, it also casts shadows on that which is not in its path. In
this way, I too, must recognize the dark sides of the journey and the phenomenon.

Phenomenology describes the lived experience as told in the language of those
who experience the phenomenon. Phenomenology searches for the essential meaning
or the essence of an experience. It is the study of human experience as it is
experienced, pre-reflectively, before we theorize or conceptualize it. It seeks to get
under an experience by transforming the lived language. Phenomenology is
reflective, in that an experience is explored after it has happened. It relies on the
concept, intentionality of consciousness, where there is an outward manifestation and
an inward consciousness based on memory and meaning-making of an experience. It
is important for the researcher to set aside or “bracket” her own pre-understandings of
the phenomenon in order to unfold the phenomenon as it was experienced.

Husserl and Bracketing
In pursuing phenomenology as a methodology for my research, I first turn to

Edmund Husserl (1859-1938), who is credited with the founding of phenomenology.
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Husserl’s initial struggle in phenomenology centered on the task of recognizing
consciousness as the condition of all experience. According to Husserl (1931/1967),
understanding lived experience is a challenge because consciousness itself is easily
obscured and confused. He believed we must somehow overcome our prejudices,
which stand in the way of true understanding of an experience. To do this, Husserl
asserts that we can realize an absolute and pure transcendental ego, that is, one devoid
of prejudices and biases, through epoche . This notion, however, has been challenged
and rejected by subsequent phenomenologists, such as Heidegger, on whose tradition
this research draws. While bracketing can never be complete, it is a helpful attempt to
be open to what one hears.

Connecting to the Ancient Greeks

Epoché, meaning cessation, was taken by Husserl from the Sceptics. In
explanation, Barnes (1990) states, “Suspension of intellect is a standstill of the
intellect, because of which we neither reject nor accept anything” (p. 9) (see Moran,
2000, p. 149 for further discussion). For ancient Greek Sceptics, epoché was meant to
lead to tolerance and openmindedness.

I find an important connection between the attitude of the hermeneutic
phenomenologist in research with the goals of democratic citizenship. Once I enter
into my research, I seek to uncover how my methodology and attitude of “tolerance
and openmindedness” might be likened to the experiences of my students as they
participate in civic education. Epoché is the bracketing, or setting aside, of all of
one’s presuppositions, biases and own conceptualizations of an experience. To what
extent can this be accomplished with students in civic education so that they, too, may

experience their citizenship with fewer biases and assumptions? How can bracketing
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help students experience curriculum and citizenship more fully? Is it really possible to
bracket in this way? These questions emerge as I turn to my own biases and
preconceptions about civic education.
Exploring My Own History
In phenomenology, to get underneath a lived experience, one must first
explore one’s own ideas about and orientation toward the experience. Following is an
example of this process as it served to allow me to explore my own pre-
understandings and biases toward the teaching and learning of social studies.
Up until eighth grade, I did not consider the study of social studies to have any
type of craft. I associated it with geography, map skills and memorizing
information from encyclopedias and textbooks. It was just another class where
the teacher gave us information and we had to remember it. Likewise, I did
not consider my teachers to have had any special skills except that they had
read a lot and knew how to tell stories. This statement is very telling right
here. Up until eighth grade, my concept of history was that it was a series of
stories. Some teachers were better at telling the stories than others. The
teachers who told the stories well and incorporated other aspects such as
simulations, songs, and field trips helped the history sink in. If history is
perceived as a series of stories of past events, then what is the role of the
student of history within these stories? Did I see myself in these stories? Did
the stories of the past affect me? Must they affect the true student of social
studies? Were other students’ experiences with social studies like my own?
(My reflection, 2002)
In my research I must, then, put aside these understandings of learning in social
studies so that I am open to my students’ experiences without being clouded by my
own judgments. If I were to assume that all eighth grade students’ experiences were
like my own, I would miss out on the valuable opportunity to let their experiences
open up to me. I would continually view their phenomenon though the lens of my

own assumptions and thereby miss the essence of the phenomenon. In this way,

Husserl asserts the necessity for a “ ‘putting out of play’ (auBer Spiel zu setzen) all
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judgments which posit a world in any way as actual...” (as cited in Moran, 2000, p.
147). Husserl believes that phenomenology calls for a move away from the imbedded,
conceptualized, naturalistic assumptions about our world that drive our behavior, in
favor of a return to the transcendental self. This transcendental self, however, is
problematic.

The (Im)possibility of the Pure Phenomenon

Husserl was seeking the experience of the “pure” phenomenon when he
stated:

Thus at this point we speak of such absolute data; even if these data are

related to objective actuality via their intentions, their intrinsic character is

within them; nothing is assumed concerning the existence or non-existence of

actuality. (as cited in Moran, 2000, p. 150)
Thus, from Husserl I take the necessity of bracketing or setting aside my own
experiences, biases, assumptions and pre-conceptions of the phenomenon so that the
phenomenon, as close to it as one may get, may reveal itself to me. Although Husserl
is credited with the founding of phenomenology, his insistence on complete reduction
is criticized in light of the belief that Merleau-Ponty and Heidegger, for example
share, that complete reduction is impossible and that we can “only think back to our
own being-in-the-world” (Moran, 2000, p. 160). Husserl, however, leaves me with a
view of what is possible, and what may not be directly grasped. He termed this “the
horizon.” Husserl (1931/1967) states, “There belongs to every genuine perception its
reference from the ‘genuinely perceived’ sides of the object of perception to the sides
‘also meant’ —not yet perceived but anticipated” (p. 19). Husserl, then, helps guide

my path toward the horizon of my phenomenon. Other philosophers, such as van

Manen, Heidegger and Gadamer, continue to clarify the ways in which
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phenomenology will allow the phenomenon of civic education to open up to me. For,
as van Manen (2003) states:

To do hermeneutic phenomenology is to attempt to accomplish the

impossible: to construct a full interpretive description of some aspect of the

lifeworld, and yet to remain aware that lived life is always more complex than

any explication of meaning can reveal. (p. 18)
Thus, with this challenge in mind, I continue on.

Continuing Toward the Horizon

Returning to van Manen’s lantern, in this way, phenomenology allows me to
see and know the essence of the phenomenon without its conceptual trappings. As my
research seeks to uncover what it means to be in civic education, I ultimately am
interested in the experiences of students, as they exist in my classroom. To explore
phenomenology as a way to uncover these essences, I next turn to Martin Heidegger.
Personal Politics

Before proceeding, however, I must address a persistent issue with which I am
confronted in my reliance on Heidegger’s philosophies, that is, Heidegger’s affiliation
and public support of the Nazi party in Germany. Heidegger’s involvement in the
Nazi Party is a controversial topic given he never publicly renounced his affiliation
before his death. This is troublesome for anyone seeking to rely on Heideggarian
phenomenology as it creates the problem as Safranski (1998) states, of “admiring his
philosophy and detesting his politics” (p. 228). Heidegger himself only reminded his
critics that one must judge him within the context of the rise of National Socialism

and the state of Germany in the 1930’s. As is common in the study of history,

Heidegger’s supporters criticize his detractors for taking an ahistorical view of his
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politics. One is more apt to judge those through the retrospective lens of today rather
than situated in the time and circumstances during which he lived.

As Heidegger’s contribution to phenomenology cannot be discounted, ignored
or omitted, I find myself facing the dilemma of how best to reconcile his allegiance to
the Nazi Party and his remarkable role in the development of phenomenology.
Interestingly, I find this question to be very closely related to the phenomenon of
civic education itself. Much of what civic educators seek to do is to allow students to
confront essential questions and persistent problems in history and civil society. Some
of these persistent problems include reconciling the good and evil in human nature.

In thinking about my stance toward Heidegger, I find myself turning to similar
issues my students and I confront together in class. For example, how does one study
and respect the contributions of the Founders of our country knowing that many of
them were slaveholders? Throughout American history and indeed the history of the
world, we are confronted with contributions that move humankind forward, by great
persons whose personal lives do not always reflect the ideals they espouse. For
example, Thomas Jefferson, the author of the Declaration of Independence, was a
slaveholder. How can we study the achievements and contributions of a man who
fought for freedom for the American colonies, yet held humans in bondage? My
students and I wrestle with this issue every year. Yet to discount Jefferson’s role in
the American Revolution and the founding of our democratic republic would be to
sidestep history. As my students and I discuss, there is no clear way to account for
Jefferson’s personal decisions in light of his fervor for American freedom. What we

do have to recognize, however, is that as all humans are, Jefferson was mortal and
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therefore flawed. We must also regard Jefferson’s slavery within the historical
context and not through a presentism that is so prevalent in most students’ historical
thinking. This is one of the challenges the teacher as civic education faces every day.

Taking it a step further, I use opportunities such as these to encourage students
to think about what it means to live in a democracy and to act in a civic-minded way.
All people are entitled to the same rights despite race, gender, sexual orientation,
religious beliefs, or age. Thus, how should we treat others whose beliefs and actions
we do not support? How do we reconcile the dual nature of good and evil in
humankind?

While the practice of slavery is not the same as the goals and the ultimate
effects of the Nazi Party and its actions, it is with a similar mind I approach
Heidegger’s politics. Is it possible or even desirable to separate his personal politics
from his philosophical contributions? As Bambach (2003) artfully states:

To rip Heidegger’s texts from their historical context and organize them

around thematics of our own choosing runs the risk of laying them on the

Procrustean bed of hermeneutic violence. Such readings —especially when

they concern the question of the “political” in Heidegger —often tell us more

about the politics of the interpreter than about Heidegger’s own work. (p. xix)
I do not desire to discount Heidegger’s contributions to phenomenology, nor do I
wish to pretend he did not support the Nazi Party. His politics are a persistent concern
for anyone wishing to base their inquiry in philosophical phenomenology. One might
consider, however, that Heidegger did not agree with every aspect of Nazi ideology.
Among his disagreements with the Nazi party platform were its emphasis on

biological racism “in all its forms as Aryan supremacy,” as well as its interference in

German academic life (Bambach, 2003, p. xxv).
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Regardless, while I do not condone his acceptance of other Nazi Party goals
and actions, to eliminate Heidegger from my research would make me guilty of not
confronting the essential questions about human nature that are an integral part of my
craft as a teacher of civic education. Thus, as Bambach (2003) explains, “The
challenge...is to engage Heidegger’s work in such a way that we are forced to
confront our own political assumptions even as we come to terms with his” (p. xxvi).
Therefore, having explored the issue of Heidegger, the Nazi, I now turn to an
exploration of Heidegger’s philosophy and rely on Heidegger, the phenomenologist.

A Star in the World’s Sky

Heidegger, drawing on Husserl’s work in phenomenology, was most
concerned with one’s “being-in-the-world.” Heidegger states, “To think is to confine
yourself to a single thought that one day stands still like a star in the world’s sky”
(1971, p. 4). In this light, Heidegger’s single thought was the question of the meaning
of being. He asked the question, “ti to on?” or, “What is being?” He posits that
dasein, or existence, is the “open space where beings reveal themselves... coming out
of concealment into their ‘truth’ and withdrawing again into obscurity” (in Krell,
1993, p. 20). Dasein is always ahead of itself in that it contains three parts at once:
history, affairs of the present and projections and plans for the future. As Huebner
(1975) states, “Human life is...a present made up of a past and future brought into the
moment. ... Human life is never fixed but is always emergent as the past and future
become horizons of present” (p. 244). In this way, an experience cannot be
understood ahistorically, but rather, it must be historically situated in order to reveal

its truth or aletheia, which means a revealing.
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Truth in dreams. This notion of “coming out of concealment,” then
withdrawing again into obscurity, is like when you are just about to fall asleep. The
thoughts that pass through your preconscious mind reveal truths that while awake
elude you. While falling asleep at night, we often toss and turn and wake up a few
times before deep slumber completely overtakes us. It is in these moments of dream
awakeness that if we were able to record our thoughts, “truth” might be revealed. But
just as we are about to make waking sense of the thoughts, their meanings slip from
our minds. And no matter how hard we try to retrieve them, their essence is gone. So
we fall back asleep once more and hope to reconnect with these elusive truths.
Throughout the day we might play with the residues of their essence, allowing them
to speak to us in their language, instead of our own. For we find that in describing
them to others, they lose their meaning. It is as if their meaning is beyond the context
of human language.

Liberation in waves. Dasein is tricky and elusive to know. Just like in the
dreams of the preconscious, it makes itself known; its truth is revealed then hidden
again, just as one attempts to understand and describe it. Embedded in this quotation
is the very job of the phenomenologist. Similarly, as Moran (2000) explains,
existence must be explored by retrieving essential meanings “of key words expressing
existence from beneath the weight of encrusted tradition” (p. 197). Thus,
phenomenology is the work of liberating experiences from the weight of their
conceptual meanings. It makes one’s head spin, however, to think that language, the
very tool which we humans use to conceptualize and describe an experience, is what

we must set aside, then reuse to reveal the truth. How tricky language is that we use it
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to both confine and liberate; yet, this challenge is at the core of doing
phenomenology. Phenomenology dwells within these tensions, playfully teases the
truth out of its confining language and, like a wave washing upon a shore, continues
to reveal its essence only to conceal it once again with the next wave. What will the
“waves” reveal of the phenomenon of civic education? What elements of language
can [ re-purpose to get underneath my students’ experiences?

A single thought. Harkening back to Heidegger’s poem and a “star in the
world’s sky,” phenomenology makes us question the nature of thought. As related to
the dual nature of language, this poem seems to imply that once language is applied to
thought, its meaning stands still. Or, is that just the meaning we ascribe to it? Once
again, we are drawn back to the idea that language is confining. The ultimate
challenge of the phenomenologist is to find or possibly create the language that will
liberate the experience from its conceptual entrapments. We do this through
exploration of the lived language of the phenomenon as it is experienced.

Referring back to Rachel’s experience, a student I worked with in a previous
class, from chapter one, we might begin to get behind the phenomenon of being in
civic education by exploring her use of language to describe her experience, such as I
did through her use of the word “link.” Such etymological renderings and questions
illustrate a beginning uncovering of the phenomenon of civic education.

Heidegger (1961) believes that phenomenology seeks “being” through the
exploration of language because it is the vehicle that can both reveal and conceal. He
states, “It is in words and language that things first come into being and are” (p. 11).

In exploring language to see what it can reveal about being-in-the-world, the
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phenomenologist can get behind the conceptual language so often used to describe
events and experiences, and instead seek to know a phenomenon at its core.
Assembling a World in Civic Education

Heidegger (1971) offers further insight into phenomenology in his essay
entitled “The Origin of the Work of Art.” As he explores the nature of art he states,
“The nature of art would then be this: the truth of beings setting itself to work™ (p.
35). I turn this notion to the civic education classroom and ask what is the “art” of
civic education? In what ways would students seek the alethia, or truth, as they set
themselves to work? What is this work like in civic education?

Toward, yet away, from civic education. Heidegger (1971) takes this one step
further and posits that the true experience of something, the “thingness” of the thing
is unable to be identified through conceptual lenses (p. 20). He cautions:

To this end, however, only one element is needful: to keep at a distance all the

preconceptions and assaults of the above modes of thought, to leave the thing

to rest in its own self, for instance, in its thing-being. (1971, pp. 30-31)

How will I keep my preconceptions and assaults at a distance as I seek to understand
my students’ experiences of civic education? I must be vigilant and understand that to
attend to my phenomenon I must take the paradoxical stance of turning toward the
phenomenon while at the same time allowing it to be. As Heidegger (1971) explains,
“We ought to turn toward the being, think about it in regard to its being, but by means
of this thinking at the same time let it rest upon itself in its very own being” (p. 31).
Already, I imagine a pedagogy based on this notion of turning toward one’s students

and curriculum, while at the same time allowing it to “rest upon itself in its very own
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being.” What would a civic education be like experienced through this pedagogic
framework?

Work in civic education. Heidegger (1971) continues to expand on the notion
of a work of art by asking, “To be a work means to set up a world. But what does it
mean to be a world?” (p. 43). He explains:

Wherever those decisions of our history that relate to our very being are made,

are taken up and abandoned by us, go unrecognized and are rediscovered by

new inquiry, there the world worlds. (p. 43)

When something is “worlding,” it “assembles a whole world in terms of time and
space” (Safranski, 1998, p. 96). What are the elements of civic education that make
up this experience of worlding? How does this relate to the experience of the
classroom? In social studies, when my students remember something from my class, I
want them to re-embody the knowledge and experience it as a complete sense of time
and space. One of the challenges social studies teachers face is that because of the
way their courses are taught students remember very little of the “facts” and stories
relevant to the history being studied. Often students study for a test or quiz by
memorizing information from a text or notes, lists, charts and other inert documents
created from the class, but disengaged from any real experience once attached to the
knowledge. Students do not remember this, no matter how skilled they are. What they
do remember are the classroom situations in which they can experience and respond
in a bodily way. Simulations, role-plays, debates, reflections, and discussions are all
events in a classroom that students will remember long after the list of dates and

causes of the Civil War.
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A Many leveled unity. Gadamer (1960/2003), too, elucidates this aspect of the
phenomenon of learning, stating:
Memory must be formed; for memory is not memory for anything and
everything. One has a memory for some things, and not for others; one wants
to preserve one thing in memory and banish another. It is time to rescue the
phenomenon of memory from being regarded merely as a psychological
faculty and to see it as an essential element of the finite historical being of
man, [sic]. In a way that has long been insufficiently noticed, forgetting is
closely related to keeping in mind and remembering; forgetting is not merely
an absence and a lack but, as Nietzsche in particular pointed out, a condition
of the life of the mind. Only by forgetting does this mind have the possibility
of total renewal, the capacity to see everything with fresh eyes so that what is
long familiar fuses with the new into a many leveled unity. (p. 16)
One can use this text to begin the exploration of the phenomenon of learning about
civic education. First, “Forgetting is closely related to keeping in mind and
remembering; forgetting is not merely an absence and a lack...but a condition of the
life of the mind” (Gadamer, 1960/2003, p. 16). This would explain why, especially in
social studies classes, so often, we remember that we forget. “I know we learned
about the Middle East, but I forget what we learned about it,” as Lisa, a participant in
a previous study, relates. Gadamer’s further point is that by forgetting, we open
ourselves up to renewal and the possibility of looking upon things with a fresh
perspective. This implies a great utility for forgetting. I see this in social studies
education where in our K-12 curriculum we teach the same concepts several times, at
different levels of depth, at different grade levels. Often, to simplify concepts such as
democratic principles of government or punctuation rules, the curriculum omits

information that may otherwise confuse young learners. When they encounter the

same content a few years later, the omitted information is included and the students,
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perhaps having forgotten their previous learning, now must, as Gadamer (1960/2003)
asserts, fuse what is long familiar with the new into a “many leveled unity” (p. 16).

In Heideggerian terms, the ultimate aim of the social studies teacher is a
“worlding” on the part of the student. One particular lesson I have conducted comes
to mind that may exemplify this concept as applied to the classroom. We teach the
students about the first shot fired in the American Revolution, the “shot heard around
the world.” The irony is that most middle school and high school texts do not clarify
who fired the shot and how historians know who fired first. After we raise this
question, students are exposed to eight different historical sources on who fired the
first shot. In small groups, they each act out the historical scene as their source tells it.
After reenacting the battle scene from various perspectives, students compare the
perspectives and evaluate their reliability. They then debate this with the other
students in class. Finally, they write a “page of history” about the event using the
evidence they have evaluated. How do these curricular and pedagogical decisions
create a world in which students work in civic education? How can the civic
education classroom be constructed so that students have maximum opportunities to
experience civic education as art, and as such, “the truth of beings setting itself to
work” (Heidegger, 1971, p. 35)?

Existentials in civic education. Van Manen (2003) can lend further meaning
to the students’ experiences in this curriculum, as well as to the notion of “worlding,”
as he explicates four existential themes he believes are useful for researchers to
understand human phenomena. These include lived space (spatiality), lived body

(corporeality), lived time (temporality), and lived human relation (relationality). Lived
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space is felt space. Conceptually we can describe space in miles, square feet, etc., but
the human experience of spatiality goes far beyond.

Van Manen (2003) explains that spatiality is not something we usually put
into words, but rather something we feel. For example, we might feel small while
standing in a large cathedral, and returning to one’s parents’ home evokes certain
memories, feelings, attitudes and behaviors because of what that space has come to
mean.

Lived body deals with the fact that we are bodily in the world. Instances of
being caught doing something makes us aware of our bodies, as they might be present
to others. We often have heard the description of someone who is uncomfortable in
his or her own skin. This sense of awareness of our physical presence is what van
Manen refers to as corporeality.

Lived time, or temporality, is experienced or subjective time as opposed to
clock time. I remember as a five year old learning to mark time as adults do. I was
playing in the sand on the beach. My mother said we were leaving in five minutes. I
did not know how long that was or what it meant. I filled up a sand bucket to the top,
dumped it out and patted it down. Just as I was going to fill the bucket again, my
mother came over to take me home. For a long time after that incident, five minutes
to me meant the time it took to fill up a bucket and dump it out. From there I formed
my own understanding of time by multiplying the memory of the sand bucket by two
for ten minutes or rushing the process in my head for one minute. Our experiences of
lived time also carry with them a sense of our own past, present and projections of

who we want to be in the future.
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Lived relation or relationality is the experience of living with others in a
social way as well as the interpersonal space we maintain. This theme explains how
we reinterpret our own selves as we experience others. Van Manen (2003) explains,
“As we meet the other we are able to develop a conversational relation which allows
us to transcend our selves” (p. 105). These four existentials are inherent in any
phenomenon one seeks to understand. It is the work of the phenomenologist to tease
them out so as to understand the essence of an experience.

Worlding in civic education. Relating back to lessons I teach about the battle
of Lexington, the students’ experiences can be interpreted through van Manen’s four
“existentials.” It takes a week for this sequence of lessons. This is a lot of time to
spend on one event in history. This pedagogical experience, however, comes close to
the “worlding” of which Heidegger speaks. For one, the experience the students have
in class invokes lived space. In the classroom the four walls, chairs, desks, boards etc.
are transformed, if not physically, then in our imaginations through the students’
actions, into a battlefield. They have experienced corporeality as the acted out battle
scenes based on the texts. As they move around the classroom re-embodying a
historical scene, their bodies also become a way of teaching their classmates, the tools
of instruction themselves. Over the course of five days the students are transported
back and forth through time. Their sense of lived time is transformed as they interpret
historical primary sources and then write about them in the present. As the students
themselves work with each other and learn from each other in new ways, their lived
relation evolves. It is these existential themes that bring the phenomenon of students’

learning in civic education forward.
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Are not these existential themes what Heidegger means when he says, “We
dredge up the lectern and a whole world comes with it” (as cited in Safranski, 1998,
p- 96)? Students, when reminded of the battle of Lexington, will be able to remember
themselves as students of history immersed in their learning. Another aspect of
worlding is the student’s own place in history. When they remember the battle of
Lexington, we do not want them only to recall their experiences in the classroom, but
the event itself, as brought to life by the classroom, the whole of time and space, as
reconstructed through their learning. As teachers, we have an obligation to provide
students with the appropriate experiences so that learning becomes a form of
“worlding.” We cannot underestimate the importance of rich educational events and
the students’ abilities to remember essential understandings that persist long after the
class has ended and students have moved on to the next grade.

Gadamer: Playing with Questions, Historicity, and Hermeneutics

In continuing to explore the terrain of phenomenology as it helps me know my
phenomenon, I turn now to Hans-Georg Gadamer to understand the role and
importance of hermeneutics within this philosophical tradition. Gadamer, a student
and follower of Heidegger, especially in his belief of the inextricability of
hermeneutics in philosophy, views humans as expressing their being-in-the-world
primarily through language. As he states in Truth and Method, “Language is the
medium of the hermeneutic experience” (Gadamer, 1960/2003, p. 384). As such,
Gadamer’s phenomenology is described as a philosophy of conversation that we have
with the world, as well as with the text of our lives through music, words, art, and

anything else with which we interact. Ted Aoki (1999) states, “Deep understanding
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seems to come to those who come to know and feel the limits of one’s horizon, for it
is at the point of limit that a phenomenon reveals itself through the dialectic of the
being that is and the being yet to be” (p. 174). Gadamer’s emphasis on play, one’s
historicity, the role of question in understanding, and the hermeneutic circle make his
work vital to the interpretation and understanding of the phenomenon of civic
education I seek to uncover.

Gadamer at Play in the Social Studies
The player himself knows that play is only play and that it exists in a world

determined by the seriousness of purposes. But he does not know this in such

a way that, as a player he actually intends this relation to seriousness. Play

fulfills its purposes only if the player loses himself in play... Someone who

does not take the game seriously is a spoilsport. The mode of being of play
does not allow the player to behave toward play as if toward an object. The

player knows very well what play is, and that what he is doing is “only a

game”; but he does not know what exactly he “knows” in knowing that.

(Gadamer, 1960/2003, p. 102)

Gadamer’s philosophy speaks strongly to the social studies in his exploration
of “play.” Play is a vital part of history and civic education, including the use of
simulation, role-playing, and games. In all three situations, one has to play. The
player himself knows that play is only play and that it exists in a world determined by
the seriousness of purposes. When I initiate a game or simulation, students only are
going to take it as seriously as the class culture will allow. Before this play can take
place, allowing students to form meaning, there has to be meaning for them in my
classroom. I have to establish social studies as an essential element in their education.
This is often a challenge because of their prior experience with social studies. Often it
is the one “easy” class the students have had in other years. They have to memorize

and take a lot of quizzes, but do not do any really challenging work. It is my

challenge at the beginning of the year to establish a “seriousness of purpose.”
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Without this, any play will have little meaning. Once the seriousness of purpose for
the class is created, then play has its place. I ponder how students experience civic
education in light of the games and simulations constructed to help them experience
their learning more fully.

Play fulfills its purpose only if the player loses himself in play. Indeed, this is
the goal in initiating a game or simulation in civic education. The students must be
immersed in the world I have created for them so that they may experience something
temporally, spatially, and corporally. A student who still is guarded, on edge and
reticent will not have the same experience or acquire the same learning as the child
who is able to let go and lose himself in play. It is only through this losing of oneself
that the child can re-find himself at a later point as someone new, someone who has
been transformed because of the experience of the play. The purpose of a game or
simulation in social studies class is to engage students in a way that creates multiple
pathways to their memories so that knowledge of the past and how to behave in the
present can be created. Students must initially lose themselves in order to be present
fully to all the play has to offer.

Someone who does not take the game seriously is a spoilsport. I teach this
kind of student from time to time. Just recently in fact, I conducted a simulation in
which I pretended to tax the students for their papers in order to simulate how the
colonists might have felt during the American Revolution. I watched the students
react and vacillate between belief and disbelief. Those who believed it were moved to
protest this new “tax.” This was the point of the lesson! They were upset with the

policy, but at the same time I could see a perceptible excitement emanating from their
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voices and in their actions as they mobilized to protest. There were a few students
who sat back and did nothing because they were not sure if they believed the tax or
not and did not want to risk acting out if it were real. Then there were a few students,
one or two in each class, who knew that the tax was phony and felt compelled to spoil
the lesson for the class. They tried to convince the other students that it was fake and
that they were foolish to react. They (very keenly) pointed out flaws in the set-up of
the simulation and so forth. In each class, I tried my best to come up with counter-
arguments. I, myself, was a player in this simulation and had to act in the role of “just
the messenger” for this new tax.

These “spoilsport” students, after the simulation was revealed, gloated, “I
knew it all along!” “That’s great,” I said to them and the rest of the class. “You are
very smart. But look at Katie. Her heart was racing a minute ago. Daniel has a
petition that he wrote very passionately, and Avery wrote all over his quiz in protest.
Ilona was too afraid to protest so she paid the tax and was worried about getting in
trouble. These students will remember this simulation for a long time because they
allowed themselves fully to experience it. The player knows very well what play is,
and that what he is doing is “only a game;” but he does not know what exactly he
“knows” in knowing that. I made similar speeches in each class, as there were a few
students in each that did not allow themselves to get lost in the play. For even the
students who suspected the true purpose of the simulation and let themselves go along
with it had corporal, temporal and spatial experiences. Indeed, even after the students
found out that the tax was not real, they continued to “play” for the benefit of other

students who had yet to go through the simulation. As such, the entire grade
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experienced an act of civic education including protests, petitions, sit-ins, and civil
disobedience throughout the entire day. These existential experiences are the “stuff”
of the social studies, and particularly civic education. In a class where students learn
how to be in a democratic society, students use classroom experiences to connect
their being with their doing.

Play in civic education as an art. It is learning experiences such as this that
speak to teaching as a form of art. As Gadamer (1960/2003) states, “The work of art
has its true being in the fact that it becomes an experience that changes the person
who experiences it” (p. 102). The ultimate goal in teaching is change. The ultimate
goal in civic education is change that is manifest through the students’ actions as
members of a larger society. They reinterpret their world through lenses that have
been developed, modified, adjusted, tested and retested through their experiences in
the civic education classroom. Their lenses are changed not just by the teacher’s
influence, but also through the influence of their peers and the work of art that the
teacher and students co-create each day as a class. If teaching is viewed and treated as
art, then teaching cannot help but change students and teacher alike. And teachers are
called to interact and be in teaching with their students in a much different way from
what we often see in the classroom. What a calling! If every teacher strove to teach as
an art, then education would truly change lives and not just roll off the shoulders of
children like rain off a yellow slicker.

Civic education as self-presentation. As we have seen, the self-presentation
of human play depends on the player’s conduct being tied to make-believe goals of

the game, but the “meaning” of these goals does not in fact depend on their being
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achieved. Rather, in spending oneself on the task of the game, one is in fact playing
oneself out. The self-presentation of the game involves the player’s achieving, as it
were, his own self-presentation by playing —i.e., presenting- something (Gadamer,
1960/2003, p. 108).

First and foremost, play is self-presentation. Perhaps this is why some
students are reluctant to let themselves get lost in the play. To do that involves a
forgetting of oneself but also an opening of oneself to others. If the student does not
connect with the goals of the game, or even the goals of the teacher, or classroom or
school, then the student will not ever be a full participant in the play. Similarly, if
students do not connect with the “game” of society, they will be reluctant to “play” in
society. Because to spend oneself on the task of the game means that the student has
connected with the system. Children make themselves vulnerable when they give
over to learning. They self-present, trusting in the teachers and system to do right by
them. In this vein, civic education has a moral obligation to create a system in which
students are authentic players so that their vulnerability, their “giving-over” to their
learning is not in vain or at their own detriment. What is the experience of students
“giving over” to their role in a democratic society?

Historicity

Gadamer’s exploration of the nature of history, historical knowledge and
historicity, through the discussion of others’ works, speaks very strongly to the goals
of the social studies. Gadamer (1960/2003) states, “To think historically now means
to acknowledge that each period has its own right to exist, its own perfection” (pp.

200-201). What does this mean for civic education? Students must get a sense of
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being a member of society as an ever-evolving process, constructed and influenced by
the statutes, laws, events and leaders at the time. Certainly, the fact that we are
studying American history and civic education in the year 2006 has as large of an
influence on the students’ learning experiences as the knowledge they gain from the
actual time period being studied. This idea of historicity also has implications for a
pedagogy that allows students maximum opportunities to experience a time period.

Significance in civic education. One aspect of learning history with which
historians and teachers both grapple is that of significance. What determines an
event’s significance? Furthermore, the challenge for the curriculum writer and
ultimately the teacher is what to include in a history class. What knowledge is worth
knowing? What historical knowledge is worth re-membering? And who should
determine this?

To open up Gadamer’s (1960/2003) answer to this question we can take his
statement, “Decisions are made wherever actions are performed in freedom, but that
this decision really decides something —i.e., that a decision makes history and through
its effect reveals its full and lasting significance —is the mark of truly historical
moments” (p. 204). I think of the American history curriculum we teach in the eighth
grade in MCPS. How is it decided that we teach what we teach? How is historic
significance determined? And by whom? I have asked these questions before and the
answers never come down to the level of the students. The students do not determine
what is significant to study. We do not put the responsibility of determining
significance or making curricular decisions in the hands of our students. I imagine a

curriculum wherein the students themselves have a stake in the decision of what is
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worthy of study. I ask how such decisions would influence the students’ experiences
in civic education.

If we examine the written curriculum we can see a pattern of events that are
included in the content standards. These are events, people, and ideas that influenced
our great western tradition. But the notion that decisions are performed in freedom
sheds light on why more non-western, nonwhite, non-male examples are not studied
in history. The history of marginalized groups such as blacks, women, Native
Americans and others is rife with power-over, struggles for freedom and equity, and
adversity. Until these groups “won” their freedom from the dominating culture, their
decisions were not made in freedom. How do students understand the significance of
this omission? Some preliminary research with my students to find out how they
themselves determined significance in history, reveals that students think that the
“important” events were those that they had already learned through traditional
history education. This belief is echoed in other social studies research on students’
views of significance (see for example Seixas, 1994).

Civic education as decisions made in freedom. Gadamer (1960/2003) allows
us to imagine a social studies curriculum in which students approach history as
decisions made in freedom when he states, “The links that create historical continuity

999

are ‘scenes of freedom’” (p. 204). What a different approach this would be compared
to what we traditionally study. How could I restructure the existing curriculum in this
context? What would be different about the content through this lens? Perhaps it

would emerge as a curriculum on freedom wrought through resistance, struggle and

decisions made from moral stances. This, indeed, would be a transformative way to
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conceptualize civic education. What does the writing of history that follows scenes of
freedom look like if that history is about oppression, dominance and power-over?
Furthermore, what are the experiences of students in civic education if it is
experienced as a curriculum of scenes of freedom?

The Question and the Hermeneutic Circle

For students engaged in civic education, Gadamer’s understanding of one’s
historicity is especially salient. Students need to understand their own place in
history. Teachers, in turn, need to understand their students’ understandings of their
place in history as well. In seeking this understanding, teachers can begin to get
underneath the students’ experiences in civic education.

Gadamer understands philosophy as a conversation we have with the world
and with the text of our lives such as music, art and literature. He defines
conversation as a dialectic process between questions and answers: “The essence of
the question is to open up possibilities and keep them open” (1960/2003, p. 299). In
this vein, he asserts that the question that the text, art, music, or experience make you
ask is the interpretation. To question in order to open up possibilities and keep them
open is to be open to the hermeneutic circle and to be ready to accept a
reinterpretation of the original question.

This act is essential in the social studies and especially in civic education.
Students need to question what it means to be a citizen, the nature of freedom,
equality and justice and what constitutes effective government. Questioning is central
to civic understanding and knowledge, for civic education is essentially an

experience. As Gadamer (1960/2003) states, “We cannot have experiences without
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asking questions. Recognizing that an object is different, and not as we first thought,
obviously presupposes the question whether it was this or that” (p. 362).

We find a practical classroom application of Gadamer’s philosophy of
hermeneutic phenomenology in its relation to van Manen’s “action sensitive
pedagogy.” For example, in Kincheloe’s (1991) description of critical research, he
states, “The action researcher uncovers the student’s perceptual organization of the
information and gains insight into who the student really is by asking a series of
questions” (p. 197). He goes on to list these questions and concludes by stating,
“Such research promises to grant teachers a degree of empathy with students rarely
achieved in educational settings” (p. 197). The idea of having empathy for one’s
students while at the same time teaching them and doing research, brings to mind van
Manen’s notion of human science (research) for action sensitive pedagogy.

Inherent in educational research is a view of knowledge. The teacher’s
epistemology ultimately guides his pedagogical decisions. For a teacher whose
epistemology speaks to the co-construction of knowledge, the co-creation of
curriculum will be at home in the hermeneutic circle where she and her students will
be engaged. Indeed, teachers must embrace a pedagogy of “not knowing” in order to
be vested fully in the journey with their students. As Gadamer (1960/2003) asserts,
“In order to be able to ask, one must want to know, and that means knowing that one
does not know” (p. 363). How does this premise play itself out in the civic education
classroom? What might a teacher do to call into question what it is students do not
know? Some students may be unaware of the full extent of their role in a democratic

society and the rights and responsibilities of citizenship. The teacher and the



142

curriculum, in this regard, must be the vehicle through which the students discover
what they do not know.
Civic Education as that Which Happens above our Wanting and Doing

According to Gadamer, hermeneutics seeks to take us beyond the actual
experience. Jardine (1992) states this understanding eloquently when he asserts that
hermeneutics is concerned with “not what we do or what we ought to do, but what
happens to us over and above our wanting and doing” (p. 264). That which “happens
to us over and above our wanting and doing” is the essence of an experience. In other
words, in hermeneutics, you cannot interpret or make sense of an experience as it is
happening, nor can you control or manipulate a lived experience. The sense of an
experience only comes after it has taken place and is beyond our control. The
experience is what is and hermeneutics helps us to understand its essence. In this
sense, it is essential in civic education for students and teacher both to reflect on their
actions in and out of the classroom in order to come to an authentic understanding of
their civic identity.

Remembering, Placing, and Imagining

Just as imagination takes us forward into the realm of the purely possible
—into what might be —so memory brings us back into the domain of the actual
and the already elapsed: to what has been. Place ushers us into what already
is: namely, the environing subsoil of our embodiment, the bedrock of our
being-in-the-world. If imagination takes us beyond ourselves while memory
takes us back behind ourselves, place subtends and enfolds us, lying
perpetually under and around us. In imagining and remembering we go into
ethereal and thick, respectively. By being in place, we find ourselves in what
is subsistent and enveloping. (Casey, 1993, p. xvii)

As I explore the pedagogical implications of Casey’s work, I am drawn to this
vision of the relationship between imagination, being-in-place and remembering,

especially as it pertains to civic education. Beginning with remembering, we open to
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the idea that it is a teacher’s hope that students will indeed remember what they have
learned. Specifically tied to civic education, students will need to draw on their
background knowledge, insights, and classroom experiences to remember what they
have learned. But already, with memory has come the implication of place: the
classroom wherein they co-create their knowledge and wherein they have the
experiences that shape their background knowledge.
Re-Membering Civic Education

To get behind the act of remembering, I turn to an etymological rendering of
the word remember. What does it mean to remember something and what does this
have to do with learning history or civic education? The word “remember” itself
comes from the 13" century old French remembrer “recall to mind” which is further
derived from re- meaning “again” and memorari to “be mindful of”
(http://www.geocities.com/etymonline/). To take it a step further, the root word
“member” also constitutes the 14" century notion of “constituent part of a complex
structure” (http://www.geocities.com/etymonline/). In this meaning, to re-member
history is to re-belong to a complex structure, a society or organization in the past.
John Dewey once said:

When the school introduces and trains each child of a society into membership

within such a community, saturating him with the spirit of service, and

providing him with the instruments of self-direction, we shall have the deepest

and best guarantee of a larger society which is worthy, lovely, and

harmonious. (as cited in Cremin, 1961, p. 118)
What this suggests is that in order for historical knowledge to be meaningful, there

must be teaching for transfer. In other words, as students become a member of history

through their involvement in a lesson so, too, must they transfer what they learn and
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fulfill their responsibilities as a member of the larger society. How does what the
students learn about history affect their behaviors in everyday life? Dewey would
argue that this is the ultimate test of what one has learned; that is how one directly
applies new knowledge to real-life situations. Will students, learning about the roots
of American democracy, be active members of their community? Will they vote and
demonstrate other civic virtues as a result of re-membering their lessons in American
history? And if not, can one assert that they learned history or participated in civic
education? Is it enough that students remember the lesson, or do they have to apply
the lessons to their own worlds? Have the students successfully gone behind
themselves in recapturing this memory of their learning? And what will it take for
them to go beyond themselves and apply what they have learned in new situations?
A Place for Civic Education

Casey’s exploration of imagination seeks to open up the phenomenon of what
it means to act in new places. What does a civic education classroom have to entail in
order for students to apply what they have learned in the “real world,” and to act in
transformative ways? Before I explore the future pedagogical implications of Casey’s
work, I explore the present, the place itself, the classroom.

The power a place such as a mere room possesses determines not only where 1

am in the limited sense of cartographic location but zow I am together with

others (i.e., how I commingle and communicate with them) and even who we

shall become together. (Casey, 1993, p. 23)

This quotation encapsulates how I view my classroom. It is a haven, a

sanctuary, for myself, away from the daily grind of everything that is “schooling.”

For my students, my classroom is a place of excitement where, once they have
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entered, they become valued and exalted members of a group that is responsive to
each other and the curriculum they co-create

Casey’s study of the significance of place calls to mind the co-creation of
curriculum. In my classroom with its four walls, three windows looking outside to the
baseball field and feeder high school, its one window looking into the hallways and
across at the computer lab, and one door, the place itself serves to shape the
curriculum of myself and my students. How does the classroom shape the experiences
of my students? Will they remember the posters on the walls? The smell of the air
freshener in the back of the room? The breeze from the open windows? Will re-
membering what they have learned also elicit memories of their seat partner at the
light brown wood-grain trapezoidal tables? Will their curriculum be filled with the
discussions that seem to spring up out of nowhere, or by one classmate’s errant
comment and the new understandings that they all reach as a result? These
understandings may be related to the written curriculum for the day, or orchestrated
by myself, part of the hidden curriculum. Why is it I pause, although not out of
nervousness or guilt, when another enters my room? This other can be faculty,
administration, or a foreign student and still I react the same. They do not belong, not
at that time, anyway. The students and myself in the room, at the prescribed time are
who belong. We are the unit that is co-creating, and outsiders will change that
current. I have observed a palpable tension that emerges when student after student is
sent from the office to deliver messages for my students regarding upcoming
guidance counseling appointments. Even though I can maintain the momentum of the

class, the students and I both feel a slight lull in time as we wait for the door to close
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behind the exiting student so we can resume our places in the curriculum. What does
this signify? How does my classroom become sacred space? Furthermore, how does
this sacred space shape the experiences of my students in civic education? Is the
sacred space necessary for them to re-member their place in history and in present
society?

I ask myself these questions in light of Casey’s assertion that the place shapes
who we are. Indeed, I know students who are stars in my classroom and ridiculed in
the hallway, and students who are leads in the school play and are shy and withdrawn
in the classroom. Who they are in the place of the classroom is shaped by the other
students and the teacher in the room, and the fact that they are there together in time
and place to experience something together.

The place of the classroom serves as headquarters. During the Simulated
Congressional Hearing, students come into the room and have a purpose. The energy
and excitement surrounding the hearings are palpable throughout the school, and
difficult for even the most reluctant 8" grader to resist. During this month-long period
of intense research, writing, discussion, practice and competition, the students are
transformed, and even if they are thinking about lunch while in the hallway, the place
of my classroom changes them once they enter. Desks in tables, team signs posted,
their names on the board and classmates already hard at work draw them into the
curriculum and continue to create the place where this significant experience takes
shape. Lucky are the students who get to use this classroom for the actual
competition. It comes down to one class. How do I decide? I deliberately have

assigned my classroom to the class who needs it the most, the students who most
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strongly need the advantages of a sense of place. These students could possibly look
at their own desk and remember something they learned while sitting there. A poster
might elicit a memory of a class discussion, and their names, still on the wall, may
help them remember they are an integral part of the whole experience.

This place, however, must remain with all my students. Even after they have
graduated and left the building, that year, they will always have the place wherein
they were transformed. Calling back to the notion of a re-membering, the student now
has become a member of that place, the classroom place. How is this similar to being
a citizen in which one is a member of a particular society or government? In the
larger world, citizens have privileges and responsibilities, as they do in the classroom.
There is a push and pull between a sense of entitlement and a sense of obligation.
What compels the student to speak out against assigned seats, yet at the same time,
collect the work for a missing classmate? Has their citizenship taken root in them?
And if so, what does their citizenship in the classroom entail? How will it transform
them? And do they feel a sense of citizenship in other classrooms, or just the
classroom of the teacher for civic education?

Imagining Civic Education

Moving forward in time to the realm of imagination, I contemplate what it is I
want for my students. What is the ultimate aim of education? What are my hopes and
aspirations for the curriculum we create together in the classroom? As a history
teacher, I want them to remember the past, but for what purpose? Their learning must
move beyond the mere acquisition of knowledge and come to move them to act. As a

civic educator, I want my students to act. I want them to imagine a world in which
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they would like to live and let their actions be guided by this image. We practice this
on a smaller scale while still in school together. We imagine a school that we want
and act accordingly. The curriculum created in the place of the classroom serves to
empower students to petition if they believe a school policy is unjust, to speak up
when they know their voices count and to question the norms under which they are
being schooled. This imagining of a new world order is a disruptive, salacious
process and one that truly transforms the place of the classroom. Students, filled with
the experiences of the place and memories of a history of a young country, are now
armed to transform their world around them. With these hopes, aspirations, yet
always still more questions in mind, I return to van Manen to continue to illuminate
my chosen path.
A Re-Turn to the Lantern

As Husserl, Heidegger, Gadamer, Casey, and others have provided insights
into the traditions underlying hermeneutic phenomenology, I now return to van
Manen to continue to illuminate my path as I search to know my phenomenon. As he
posits, phenomenology is a methodology in which the results of the research are
inextricable linked to the method. As such, it transforms the nature of the research
questions.
Turning (to) the Questions

Using empirical analytic methodologies, a researcher might ask, “What is the
impact of a particular curriculum on student attitudes and behaviors in civic
education?” or “How does higher education impact political activism among young

adults?” Both questions are relevant to the field of civic education. Hermeneutic
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phenomenology, in its pursuit of “that which makes some-‘thing’ what it is—and
without which it could not be what it is” approaches the phenomenon differently (van
Manen, 2003, p. 10). I ask instead, What is the nature of the students’ lived
experience in civic education? Given this type of inquiry, the results of hermeneutic
phenomenological research cannot be summarized in a table or chart, quantified or
boiled down. It is essentially a poetizing process. As van Manen (2003) states:

...A poem cannot be reduced to a summary, to a capsule meaning, but rather,

to understand a poem is to participate in “how a poem means.” Likewise,

phenomenological research cannot be reduced to “results.” Like poetry,
phenomenology attempts an incantational evocative speaking, a primal telling,
wherein the phenomenologist aims to utilize the voice to present an original

singing of the world. (p. 13)

Van Manen (2003) also asserts that phenomenology asks the question, “What
is the nature of human being and what does it mean to ask this question?” (p. 5). He
states that being human is not just something you are automatically but something
you seek to be, that to know the world is to be in it in a certain way. Further, in
striving toward this, one acquires an intentionality, or inseparable connection to the
world.

In conducting this phenomenological study, I seek to follow van Man’s (2003)
six components of action sensitive pedagogy: turning to the nature of lived
experience, investigating experience as we live it, hermeneutic phenomenological
reflection, hermeneutic phenomenological writing, maintaining a strong and oriented
relation, and balancing the research context by considering parts and whole.

Turning to the Nature of Lived Experience

In chapter one, I began to open up the phenomenon of civic education and my

own experiences with it. Similarly, in chapter two I explore various literary sources
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regarding civic education to continue to understand how this phenomenon can make
itself manifest, especially for middle school students.

Questions from the heart. 1 began my turning to the lived experience of civic
education with reflections of civic education from my own schooling. I explored
experiences within the classroom, outside of the classroom and outside of the system.
Just as Heidegger (1961) explains about the nature of a world, I turn to these
experiences while at the same time allowing them to be. As a student of civic
education as I was moved to act to answer my questions and seek justice; my actions
opened up new questions and called to mind new ways to understand civic action and
citizenship.

Van Manen (2003) states, “To truly question something is to interrogate
something from the heart of our existence, from the center of our being” (p. 43). My
turning to the phenomenon reveals that civic education has been a part of my being
long before I became a teacher. I seek to understand this phenomenon as I seek to
understand myself.

“In” teaching for civic education. Civic education is the one discipline where
every student has a stake. Not all students who take English will become writers. Not
all algebra students become engineers or mathematicians. But all humans are part of a
society and as such need to attend to their citizenship, or lack of it, in that society.
Thus, I experience my job as someone in teaching for civic education. I have named
the social studies classroom as the place where this call to action resides, and it is my
hope that, through this research, I will come closer to knowing how the world of civic

education worlds for my middle school students.
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Maintaining tolerance and openmindedness. As 1 conclude my recollections
of my own experiences in civic education I recognize the need for bracketing or
epoché so that I can research the lived experiences of my students with a fresh
perspective. Just as in civic life we tend to judge the actions of others through the lens
of our own experiences, beliefs, and values so, too, is the tendency in research. It is
essential in hermeneutic phenomenology to bracket my prejudgments and minimize
the impact of my own experiences as I interpret the experiences of my students. As
such, I continue to approach the phenomenon with a tolerance and openmindedness
reminiscent of the Greek Sceptics. I will be open to the lived language of my students
as I recognize that my choice of words and analogies to understand my experiences
are not the same as others.

Investigating Experience as We Live It

As van Manen (2003) explains, “The lifeworld, the world of lived experience,
is both the source and the object of phenomenological research” (p. 53). As such, the
collection of “data” in this research is unique. In investigating the phenomenon, I
collect “data” in the form of conversations with students, observing them in my
classroom, discussions, as well as their written texts and reflections. All of this is
considered “data,” but in phenomenology it is referred to as text. In that all
recollections, recordings, and transcriptions are transformations of the lived
experience, I strive to “find access to life’s living dimensions while realizing that the
meanings we bring to the surface from the depths of life’s oceans have already lost

the natural quiver of their undisturbed existence” (van Manen, 2003, p. 54).
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Letting learn from my students. As I conduct my research, the
phenomenological tradition allows the phenomenon to speak to me in a way that is
authentic. I seek to allow the phenomenon to reveal itself. To do this, I reflect on my
own personal experiences in civic education. Next, I seek to collect the personal
experiences of my students. As a teacher in teaching with students, this methodology
is especially appropriate and respectful of the students because as van Manen (2003)
maintains, I as the teacher/researcher can learn new ways to be with my students,
ultimately for the benefit of all of us. The relationship I seek to develop with my
students as I conduct my research is one to which Heidegger (1993b) speaks in the
quotation below:

Teaching is even more difficult than learning...because what teaching calls

for is this: to let learn... If the relation between teacher and learners is

genuine... there is never a place in it for the authority of the know-it-all or the

authoritative sway of the official... It... is an exalted matter...to become a

teacher —which is something else entirely than becoming a famous

professor... We must keep our eyes fixed firmly on the true relation between

teacher and taught. (pp. 379-380)

In exploring the phenomenon of students in civic education I need to be open
to what their experiences are. I need to “let learn” so that as the researcher I am open
to learning what the phenomenon and my students themselves have to teach. I see my
research, as Heidegger states, strengthening the genuine relationship between my
students and myself.

Turning the lived language.

Being attentive to the etymological origins of words may sometimes put us in

touch with an original form of life where the terms still had living ties to the
lived experience from which they originally sprang. (van Manen, 2003, p. 59)
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An integral part of hermeneutic phenomenological research is the
investigation of the lived language of the phenomenon. Heidegger (1971) asserts the
necessity of getting back to the roots of the language we use as well when he states:

Roman thoughts take over the Greek words without a corresponding, equally

authentic experience of what they say, without the Greek word. The

rootlessness of Western thought begins with this translation. (p. 23)

Thus, to get to the roots of my phenomenon, I explore etymological
renderings of the lived language of civic education as I have experienced it thus far.
For example, the name for the course in which civic education resides, “social
studies,” gives the discipline more depth once its roots are explored. Similarly,
idiomatic phrases such as “having a voice” also reveal more about the essence of
civic education. In turning to historical and contemporary sources regarding civic
education, as well as foundational documents in American democratic history, I have
drawn meaning from the language of our country’s founders.

As I continue in my research, I need to be open to the lived language of my
students as they reveal the phenomenon in their own language. What words and
phrases do they use to describe their experiences? Where do they find meaning in our
country’s foundational documents? Opening to this type of questioning is also in line
with the goals of civic education in that to encourage critical, informed, democratic
participation, citizens need to question norms and conventions of society and
problematize those assumptions which are normally taken for granted.

Gathering and reflecting with the students. An essential aspect of

phenomenological research is the gathering of the texts of others because as van

Manen (2003) states, “We gather other people’s experiences because they allow us to
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become more experienced ourselves” (p. 62). As such, I invite my students to reflect
on their experiences in the classroom in writing through the use of journals.
Pedagogically, this is a decision for the benefit of students to help them internalize
what they have learned. When students participate in simulations, discussions, role-
plays and close-reads of primary and secondary documents, reflective writing serves
an ontological purpose in helping students make sense of and find new meaning in
their classroom experiences. In research for action sensitive pedagogy, these
reflections allow the researcher to understand the experiences of her students in new
ways and serve as a starting point for reflecting on the meaning of their experiences.

Beyond the natural use of reflective writing in the classroom, I invite my
student-participants to participate in protocol writing. This “generating of original
texts on which the researcher can work™ helps me gather more rich descriptions of the
students’ lived experiences of civic education (van Manen, 2003, p. 63). As most
people, including students, find it difficult to write, I need to be mindful of the
challenges this writing may present to them as well as to myself, the researcher.
Asking the right questions is one way to assist students in writing their lived-
experience descriptions. At the root of the prompts that elicit a lived-experience
account is the request to “Write a direct account of [civic education] as you lived
through it” (van Manen, 2003, p. 65).

Additionally, I gather the stories of my students through the process of
conversations, and use that term in contrast to interviews to call attention to the
difference that makes a difference in our talk. Van Manen (2003) clarifies the

meaning of interviews in phenomenology:
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In hermeneutic phenomenological human science the interview serves very
specific purposes: (1) it may be used as a means for exploring and gathering
experiential narrative material that may serve as a resource for developing a
richer and deeper understanding of a human phenomenon, and (2) the
interview may be used as a vehicle to develop a conversational relation with a
partner (interviewee) about the meaning of an experience. (p. 66)
To preserve this meaning without confusing it with interview language, I choose the
language of conversation. So that I gather the appropriate type of experiential text, I
have questions that may start the students thinking and speaking about their
experiences in civic education. These include asking students to share a story,
incident, or experience in which they participated in civic education. The
conversation process is open-ended, but this is not to mean that the student-
participant talks endlessly. As the researcher, I am mindful that I need to guide my
students to stay on track or in the horizon of the phenomenon. By maintaining a
strong orientation to my phenomenon and initial research question, I ask students
questions to keep them speaking in an authentic, narrative way, such as prompting
them to provide an example, and asking them to tell me what their experience in civic
education is like. Finally, as I continue to gather student experiences, I seek to engage
in reflective conversations with them so they can help me understand their meanings.
Looking closely at the students. As a teacher of students in civic education, I
am in a unique position to participate in close observations of my students as they
experience the phenomenon. Observation in hermeneutic phenomenology is unique in
that it requires, “an attitude of assuming a relation that is as close as possible while
retaining a hermeneutic alertness to situations that allow us to constantly step back

and reflect on the meaning of those situations” (van Manen, 2003, p. 69). As such, |

look for meaning in the situations I observe while it is happening, and yet have the
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opportunity to go back and retrospectively deepen those understandings as we engage
in conversation about them later. In human science for an action sensitive pedagogy,
these interpretations are acted upon and also recorded. In doing this, I must be
mindful of my own preconceptions of my phenomenon so they do not cloud my close
observations of my students.

Connecting to literature and art. Just as I have turned to literary sources such
as Thoreau’s (1849/1999) Walden and Phenix’s (1966) Realm’s of Meaning, as 1
continue to gather and reflect on the anecdotes from my students’ experiences in civic
education, I am drawn to other literary sources as well. These sources serve as other
possible human experiences and may allow me to gain more insight into the human
condition. Additionally, as I use art in my own classroom practices, historical
engravings, pictures, political cartoons, broadsides and advertisements may be
sources of art that students interpret and add to their own meaning of civic education.
My students themselves may make references to literature and art that have held
meaning for them with regard to the phenomenon of civic education, thus exposing
new pathways to get underneath the phenomenon.

My personal journal. As 1 have prepared for my research in chapters one, two
and in this third chapter, I have chronicled my experiences with the phenomenon of
civic education as I have experienced it and researched it up to this point. It serves me
well to continue my own reflective journaling to keep track of insights and
understandings as they emerge. Likewise, as mentioned previously, my students, too,
are invited to keep journals of their learning in civic education. Both serve to lead the

researcher and the students to new understandings of the phenomenon.
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Phenomenological literature. Finally, I turn to phenomenological literature as
an additional source to provide understanding of my phenomenon. As van Manen
(2003) states, “Phenomenological literature may contain material which has already
addressed in a descriptive or an interpretive manner the very topic or question which
preoccupies us” (p. 74). For example, van Manen and Levering’s (1996) Childhood
Secrets: Intimacy, Privacy, and the Self Reconsidered lends an understanding of the
nature of secrets in the classroom as may come into play in civic education. Similarly,
as I have described the “sacred space” of the classroom, Bachelard’s (1994) Poetics
of Space offers interpretations of space germane to the classroom experiences of my
students. Such sources as they help me to “reflect more deeply on the way we tend to
make interpretive sense of the lived experience” (van Manen, 2003, p. 75).

The Pedagogical Essence Through Hermeneutic Phenomenological Reflection

Throughout this research I am on a search for meaning. As van Manen (2003)
states, “To be human is to be concerned with meaning, to desire meaning” (p. 79).
This desire for meaning keeps me going back again and again to seek the meaning of
my phenomenon. Ultimately, I seek to gain a more direct contact with the lived
experience of civic education.

Themes as experiential structures.

Making something of a text or of a lived experience by interpreting its

meaning is more accurately a process of insightful invention, discovery or

disclosure — grasping and formulating a thematic understanding is not a rule-

bound process but a free act of “seeing” meaning. (van Manen, 2003, p. 79)

After gathering the anecdotes, stories, biographies and examples that make up

my students’ experiences in civic education, I make use of themes to get to the

essence of the phenomenon. The themes are not the phenomenon itself, but rather
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entryways into understanding the phenomenon. As van Manen (2003) states, “Theme
gives control and order to our research and writing” (p. 79).

Themes in phenomenological research are different than in other situations
such as literary analysis. The phenomenological quality of a theme includes a
“needfulness or desire to make sense” (van Manen, 2003, p. 88). A theme is the sense
one tries to make of one’s experiences as well as an openness to something. As I
reflect on my students’ experiences, I seek out the themes in the students’ lived
language to help me “get at the notion” and “give shape to the shapeless” (van
Manen, 2003, p. 88).

In isolating thematic statements I approach the phenomenological descriptions
in three different ways: (1) the holistic approach in which I find phrases that capture
the fundamental meaning of the text as a whole, (2) the selective reading approach in
which I look for phrases and statements that strike me as particularly revealing about
the phenomenon, and (3) the detailed reading approach in which I question each
sentence or sentence cluster about the phenomenon being described. As I employ
these methods I enter the hermeneutic circle and continue to move toward and away
from my phenomenon in the desire to know it.

Transcripts and journeys. Hermeneutic interpretation is a journey that the
researcher and participant (teacher and student) take together as opposed to one taken
alone by the researcher (teacher). Kvale (1988) highlights this view in his essay The
1000-Page Question. He asserts that the researcher must have a temporary bracketing
in analyzing the experiences, but that background and pre-knowledge are essential to

understanding and making sense of the phenomenon. Thus, the researcher temporarily
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removes oneself, then puts oneself back in and takes the journey with the “subject”
through the process of analysis.

In Toward Curriculum for Being: Voices of Educators, Rivkin (1991)
mentions the challenges faced when deciphering transcripts. Kvale (1988) visits this
topic with the caveat “Transcripts-Beware!” (p. 97). He states:

The transcript is a transgression, a transformation of one narrative mode —oral

discourse—to another narrative mode —written discourse. The interview is an

evolving conversation between two people. The transcript is frozen in time,
abstracted from the ongoing action and decontextualized from the social
interaction...the abstracting and fragmenting of the originally lived interviews

is further increased... (p. 97)

This reflects Rivkin’s (1991) assertion that often in interpretation of a transcript, there
is a fragmentation, a boiling down of the holistic experience into parts such as
emotional, cognitive, and physical. While this is appropriate for psychologys, it is
counterproductive in philosophical phenomenology.

But Kvale (1988) goes further to state that not only are transcripts somewhat
boring to read and decipher, but they also serve as a screen between the researcher
and the original lived interview. He states that in a conversation, “We normally have
an immediate emphatic access to the meaning of what others say” (p. 99). In reading
transcripts, we do not.

The phenomenological purpose of transcripts is to interpret them as
expressions of subjects’ lived experiences. The texts can be interpreted
hermeneutically. Transcripts also can be viewed in a philosophical way as recordings
of dialogues as in the Socratic method of searching for truths. Gadamer (1960/2003)

warns, however, “All correct interpretation must be on guard against arbitrary fancies

and the limitations imposed by imperceptible habits of thought, and it must direct its
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gaze ‘on the things themselves’ (p. 267). Thus the teacher/researcher may take from
Gadamer the import of gathering students’ experiences through the use of questions,
as well as the moral obligation to interpret them as the “things themselves.”

Determining themes.

In determining the universal or essential quality of a theme our concern is to

discover aspects of qualities that make a phenomenon what it is and without

which the phenomenon could not be what it is. (van Manen, 2003, p. 107)
As I sift through the transcripts, protocol writing and reflections of my students and
draw out themes, I must be ever mindful of distinguishing essential themes from
incidental themes. One way to do this is to conceive of the experience without the
theme and assess if the phenomenon loses its fundamental meaning. This process
guides my actions as I move through my research.
Writing into the Phenomenon

As van Manen suggests, “To write is to measure the depth of things, as well as
to come to a sense of one’s own depth” (as cited in Pinar et al., 2000, p. 438). In
hermeneutic phenomenology, writing is the method. Writing allows one to distance
oneself from the phenomenon while at the same time allowing it to reveal itself more
clearly. The act of putting an experience into words recognizes the linguistic nature of
this methodology. The writing is not a one shot, one time experience. In
phenomenology the researcher writes, and re-writes, and re-writes and re-writes. The
writing allows us to construct multiple layers of meaning and come closer to
understanding the “depth of things.”

Phenomenological research is inextricably linked to the practice of writing.

The importance of language in the description and interpretation of lived experiences
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is paramount. Continuous revisions of the text are crucial to communicating the
phenomenon.

Seeking the truth in silence. As mentioned previously, Taylor (1991)
highlights the importance of silence in education. Phenomenologists, too, like to state,
“Nothing is so silent as that which is taken-for-granted or self-evident” (van Manen,
2003, p. 112). It is the job of the phenomenologist to understand what lies underneath
and beyond the silence.

Literal silence, or the absence of speaking, is one kind of silence I may
experience in my research. Certainly, at times, I have experienced this in my
classroom. In this case, it is sometimes preferable not to speak or write rather than fill
the void with awkward or forced language. In the classroom, as mentioned
previously, this silence is connected to the “wait time” teachers must practice to allow
students the time to find the language they need. I must attend to this silence when I
ask students to write reflectively as well as when I engage in conversations with
them.

Epistemological silence is “the silence we are confronted with when we face
the unspeakable” (van Manen, 2003, p. 113). It is in these cases that people tend to
borrow words and phrases from others such as poets, philosophers, and other skilled
writers and linguists. As I listen to my students in class and in conversation, I must
attend to these silences especially as they pertain to their experience of civic
education. With regard to citizenship specifically, many do not act because they are
unable to access the information needed to do so in an informed way. What barriers in

language, experience, and culture might my students experience with regard to their
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citizenship? To what sources of language do they turn to find the language that eludes
them?

The third type of silence to which I must attend is ontological silence, or the
silence of “Being or Life itself” (van Manen, 2003, p. 114). It is in this type of silence
that we are confronted with truth itself. As I listen to the words and the silences of my
students, I aspire that they and I both find truth of the lived experience in civic
education. For as van Manen (2003) states, “Even in the most profound and eloquent
poem it seems that the deep truth of the poem lies just beyond the words, on the other
side of language” (p. 112).

The students’ stories. As I have written into the phenomenon of civic
education, I have made use of anecdotes and stories of mine and others’ experiences.
Similarly, as I seek the stories of my student-participants, I must attend to and make
use of their anecdotes they share. As van Manen (2003) explains, anecdotes can be “a
device for making comprehensible the phenomenon of conversational relation which
every human being maintains with his or her world” (p. 116). As well, I construct
anecdotes as a way to typify the phenomenon and add to the larger narrative. As such,
I seek to reconnect with my being as a teacher.

The hope of lived language. Through anecdotes and the recovery of the lived
language of civic education, I aspire to refine my hopes for my students. Van Manen
(2003) frames this particular challenge by stating:

What are we to make of the language of teaching that is thus made unavailable

to teachers? Herein lies the irony of the profound contradiction: the language

by way of which teachers are encouraged to interpret themselves and reflect

on their living with children is thoroughly imbued by hope, and yet it is
almost exclusively a language of doing—it lacks being. We do not know how
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to talk of our being with children as a being present with hopes for these
children. (p. 122)

As someone in teaching for civic education, I am always striving to communicate my
hopes for my students. Teachers are expected to use the language of doing in the form
of instructional and behavioral objectives, aims, and outcomes; however, a teacher in
human science research must transcend the language of doing and retain a focus on
being. As such, teachers may open up possibilities to students. Van Manen (2003)
asserts it well in stating, “To hope is to believe in possibilities” (p. 123).

Writing to measure the depth of things. As mentioned previously, in
hermeneutic phenomenological research, the imperative and priority of language
indicates that writing is the method. Van Manen (2003) explains, “Writing fixes
thoughts on paper. ...The object of human science research is essentially a linguistic
project: to make some aspect of our lived world, of our lived experience, reflectively
understandable and intelligible” (pp. 125-126).

In hermeneutic phenomenology, not only does writing serve the purpose of
showing what the research has yielded, but it is also the way into the research itself.
Writing is the way I come in close to the lifeworlds of my students, while at the same
time, distancing myself in order to examine the phenomenon as a whole. Writing
about the phenomenon allows me to discover what I know so as to realize that which
I do not know. Writing also turns me back to my practice and helps me act in a more
thoughtful way. Through these seemingly contradictory aspects of the writing
experience, I continually make sense of the parts and the whole of the lived

experience of civic education.
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Maintaining a Strong and Oriented Relation

In maintaining a strong and oriented relation to my students during this
research it is imperative to remember my pedagogic stance. As van Manen (2003)
asserts, so much of educational research yields theories that do not render very
pedagogic decisions. One need only look at the standardized testing practices across
the country to understand how, without the appropriate pedagogic stance, theories in
education can still be void of educational authenticity and value with regard to
students’ lived experiences.

Keeping the students in sight. As the researcher/teacher I must also temper
my ability to write about the students’ experiences for the purposes of my research
along with my moral duties as their teacher. I must not fall into the trap as Rousseau
did in conducting research for the benefit of children while neglecting my own
(students) right in front of me!

Finally, Gadamer (1960/2003) adds to this issue when he asserts:

For it is necessary to keep one’s gaze fixed on the thing throughout all the

constant distractions that originate in the interpreter himself. A person who is

trying to understand a text is always projecting. He projects a meaning for the
text as a whole as soon as some initial meaning emerges in the text. Again, the
initial meaning emerges only because he is reading the text with particular
expectations in regard to a certain meaning. Working out this fore-projection,
which is constantly revised in terms of what emerges as he penetrates into the

meaning, is understanding what is there. (p. 267)

In my research, I seek to be “animated by the object in a full and human sense” (van
Manen, 2003, p. 33). As I delve deeper into the phenomenon of civic education, I

expect to be transformed in profound ways. In turn, my students will be transformed

as well. For as Aoki suggests, “What matters deeply in the situated world of the



165

classroom is how the teachers’ ‘doings’ flow from who they are...Teaching is
fundamentally a mode of being” (as cited in Pinar et. al., 2000, p. 428).

Toward a theory of the unique. As my research centers on students at the
middle school level, I take heed from van Manen’s (2003) warning not to “confuse
what is possible with what is pedagogically desirable” (p. 150). Ultimately, my
research serves to inform mine and others’ pedagogy. As such, pedagogical theory
needs to be a “theory of the unique” (van Manen, 2003, p. 150). Van Manen explains:

Theory of the unique starts with a single case, searches for the universal

qualities, and returns to the single case. The educational theorist, as

pedagogue, symbolically leaves the child—in reflective thought—to be with
the child in a real way, to know what is appropriate for this child or these

children, here and now. (p. 150)

As researcher and teacher, I must be responsive to the ever-changing emotions,
energy, moods, and constructions of self and of my students. Especially pertinent to
civic education, the students’ experience of self in and out of the classroom is at the
heart of the research. In my times away from my students, my human science
research informs my “kid talk” with other adults, parents, and educators.

Staying on the Illuminated Path

Although balancing the research parts with the whole is the sixth component
of research that van Manen includes, it begins at the beginning to help keep a clear
focus throughout. The research design and construction must be clear and focused. I
need to know from the beginning what it is I seek to understand and uncover. It is
possible to get lost “underneath” the multiple layers of interpretation and

thematization. I must keep a focus on the phenomenon of civic education itself and be

continually working towards the goal of understanding that lived experience.
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It is this aspect of the research that also speaks to uncovering the “truth” or
aletheia of the phenomenon. As van Manen (2003) states:

In ontological silence we meet the realization of our fundamental predicament

of always returning to silence —even or perhaps especially after the most

enlightening speech, reading, or conversation. It is indeed at those moments of
greatest and most fulfilling insight or meaningful experience that we also
experience the “dumb”-founding sense of silence that fulfills and yet craves
fulfillment. Bollnow (1982) describes this as the fulfilling silence of being in

the presence of truth. (p. 114)

To serve these ends, I now turn to the more specific process I employ to uncover the
lived experience of civic education.
Finding the Students

Student-participants for this research study include a class of eighth-grade
students enrolled in Robert Frost Middle School, where I teach. Before identifying
these students, however, I conducted some preliminary work to create the optimal
setting for researching their lived experiences.

First, in June 2004, I mailed letters to all seventh grade students’ parents
informing them of my upcoming research desires, the nature of the phenomenon I
was investigating, and their options with regard to their child’s participation in the
study. I enclosed a response form, which they could return if they did not give
permission for their child to be scheduled in a class that might possibly be used for
the study (see appendix A). Out of 420 students’ parents contacted, nine returned the
form, and those students were not scheduled into any one of my four classes. In

soliciting this early feedback from the community, it was my hope to have at least one

“open class” where the students all had permission to be part of the taped class
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sessions. Of the remaining 411 students, approximately 110 were scheduled amongst
my four classes I taught during the 2004-2005 school year.

Since the school year had begun, I had already engaged in lessons with my
students within the MCPS curriculum guides, “We the People...” curriculum
resources, and my own curricular decisions. As such, students in all of my classes had
been assessed on various topics related to civic education such as the purposes of
government, and how people can change government. From conducting observations,
grading assessments, and reading reflections my students had written, I narrowed the
scope of my student groups to two classes. These two classes represent the diversity
of the school in academic ability, gender, race and ethnicity. From these two classes, I
chose one class based on their responsiveness as students to the curriculum and other
factors such as the following. I invited students, via written invitation (see appendix
B), to participate in my formal study. As these students are under the ag